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Origin and Background of the Institutional
Research Program

BY Ruth E. Eckert AND Robert J. Keller

THE University of Minnesota has long been noted for the high place it
has given to research. Outstanding contributions made by the Minnesota
faculty in the fields of medicine, agriculture, technology, and the sciences
have been recognized internationally. Though the results have often
been less colorful and dramatic, the scholarly endeavor of the staff in the
humanities and social sciences has also been widely acclaimed. Research
in the field of education is comparatively new, however, dating back less
than half a century at Minnesota as at other American higher institutions.
Even more recent has been the extension of these studies to deal with
college and university problems.

The University has pioneered in one important phase of such research,
namely the study of its own educational program. The present volume,
which summarizes twenty-three studies made in recent years, illustrates
the operation of the Minnesota plan of self-study. As such, it should be
useful to groups on the campus and to persons elsewhere who are espe
cially interested in the problems studied or who may wish to initiate
similar studies.

In order to place these studies in their proper setting, the development
of the Minnesota program of institutional research will be briefly re
viewed. Then the studies included in this volume will be introduced.

GROWTH OF THE UNIVERSITY PROGRAM OF SELF-STUDY

As in most other higher institutions, student enrollments at Minnesota
soared in the years following World War I. As attendance passed the
10,000 figure, it became clear that some educational policies would have
to be re-evaluated. What standards, for example, should now be set to
govern admission of students? How should these differ for general and
professional divisions of the University? Should instructional methods
be altered to suit these larger, more heterogeneous groups, and if so, in

3



4 A University Looks at Its Program

what ways? How should students' achievement be appraised? Should
the University provide more personnel services, including closer super
vision of some of the nonacademic phases of student life?

Early Work of the University Committee on Educational Research
(1924-37). While some individual faculty members had begun to study
these questions and occasional faculty committees had explored them, it
was not until July 1922 that President Lotus D. Coffman appointed a
"Committee on Educational Guidance" to conduct systematic research
on the University's admissions practices, particularly on the current
means used to screen applicants for the University Medical School. Be
fore this committee had progressed very far in its work, however, it
became evident that several related questions would require equally
careful study. In fact, the committee realized that research on educa
tional problems must be a continuing concern in any university that
hopes to maintain a really dynamic, forward-looking program. This com
mittee recommended, in a report dated June 1923, that "the president
of the University appoint an educational research committee which shall
promote the study and investigation of educational problems within
the University. Such agency should not, for the present, at least, have
administrative functions, but should be for the purpose of investigation,
experimentation, publicity, and cooperation among administrative agen
cies now existing." 1

In support of this recommendation, President Coffman created a
special committee, to be known as "The University Committee on Edu
cational Research" (a name changed later to "The Senate Committee
on Institutional Research"). This committee, which included all persons
who had served on the earlier Committee on Educational Guidance, was
composed almost entirely of deans and other chief administrative officers
- a policy that continued during the early years of the committee's his
tory. Charged with the task of spearheading studies of all phases of the
University's program, the committee did not, until 1930, maintain a
central office or specialized staff to conduct these studies. Rather, its
function was to identify the larger questions that required investigation,
to evaluate the various research proposals submitted by faculty mem
bers, and then to recommend to the president those studies that the
committee felt should be underwritten by University funds. The com
mittee was also expected to review critically the findings from such
studies and to note their implications for University practice.

The plan met with notable success, so that within a few years this
committee, which had become one of the most in:B.uential on the campus,

1 Report of the President of the University, University of Minnesota Bulletin
(August 1923).
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had succeeded in interesting many of the departmental and college staffs
in such research. A steady stream of published reports, papers given at
national meetings, and institutes held on the campus to share these find
ings attested to the University's expanding program in this new field of
collegiate research.

The early success of this effort at Minnesota must be attributed to
several factors. Foremost among these were the vision of President Coff
man in establishing such a committee and in sustaining its work through
the long, difficult depression years; the outstanding leadership which
Melvin E. Haggerty (dean of the College of Education) gave as chair
man until his death in 1937; and the notable contributions which indi
vidual members of this committee made, particularly Deans J. B. Johns
ton (S.L.A. College), E. P. Lyon (Medical School), E. M. Freeman
(Agriculture, Forestry, and Home Economics), and Dr. Louis B. Wilson
(director of the Mayo Foundation). Professors Donald Paterson, F.
Stuart Chapin, Alvin C. Eurich, and Palmer O. Johnson rendered out
standing service as chairmen of important subcommittees and, except
for Professor Eurich who left the campus, were later added to the main
committee.

But the achievements in educational research were not the product
of committee efforts alone, for the success of the Minnesota program
has been due in large measure to the involvement of the faculty as a
whole. This was not a program of research dictated by deans and presi
dents but one shaped primarily by faculty members who identified
problems in their own teaching or counseling and volunteered to aid in
the study of them. No brief statement could acknowledge properly the
faculty's contributions - in suggesting ideas for study, in taking active
responsibility for these investigations, and in helping to project, on the
basis of such findings, certain needed changes or additions in the Uni
versity program.

Nor would the program have prospered had it not enlisted the interest
and help of many graduate students who served as part-time research
assistants. The list of graduate assistants appearing earlier in this vol
ume, which indicates those who have been associated with these present
studies, could be duplicated several times over in the thirty-year history
of the Committee on Educational Research. Perhaps one of the most
valued, though yet unmeasured outcomes of this whole program of in
stitutional self-study has been the apprentice-training afforded these
capable young people. This has, in many instances, borne abundant
fruit in the institutions to which they have gone, and some are now
carrying on extensive programs of educational research.

Invaluable services were also rendered by the central office staff,
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which had been established in 1930 to provide clerical and statistical
services for studies sponsored by both the University Committee on Edu
cational Research and the College of Education's own Bureau of Educa
tional Research. In addition, this office has furnished consultative aid to
individuals and staff groups investigating special problems. Particular
mention should be made of Dorolese Wardwell, who, as office supervisor
since 1930, has guided effective use of the numerous secretaries, clerical
workers, and graduate assistants who have worked on these various
projects.

Last but not least were the tens of thousands of students who took
the tests and provided the other evaluative data required in many of
these studies. While they perhaps did not share as much as have recent
student groups in planning these studies and did not always understand
their full purpose, they cooperated generously in the tasks assigned them.
As a result, the educational program has been Significantly improved for
later student generations.

The Middle Years of the Program (1938-46). In the year preceding
Dean Haggerty's death in 1937, T. R. McConnell came to Minnesota as
professor of education and, shortly after the dean's death, was named
the new chairman of the Committee on Educational Research (a title
which then involved direction of the central office staff as well). This
proved to be an important milestone in committee history, for Dean
McConnell's keen interest in general and liberal education was reflected
in the many new studies initiated in this area, some of which are reported
in the present volume. He also obtained in 1938 from President Guy
Stanton Ford, who had succeeded President Coffman, an annual budget
for committee activities, which encouraged more long-range planning of
central office services. When Professor McConnell became associate dean
(and later dean) of the College of Science, Literature, and the Arts, one
of the present writers (Ruth E. Eckert) assumed responsibility for the
central research office.

During the war years the research program became closely geared to
certain questions being investigated by the Senate Committee on Educa
tion, of which Dean McConnell was also chairman. Many phases of
University practice were critically reviewed, with the aim of adjusting
the postwar program to the anticipated large increase in student enroll
ment and to the greatly multiplied services which a state university
would have to render. President Walter C. Coffey, who took office in
1941, was also deeply conscious of the University's ever expanding re
sponsibilities and of the need for studying these objectively and thor
oughly. Like President Coffman, he therefore supported the program
during years that, in many institutions, were disastrous for any research
not directly related to the war effort.
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Though inevitably curtailed somewhat by war needs, the research
program continued, and two volumes - Studies in Higher Education:
1938-40, published in 1941, and Studies in Higher Education: 1940-42,
'published in 1944 - witness to its vitality. Three other monographs also
appeared, summarizing extended research on prediction problems and
on the values of prerequisite courses in science for later work in home
economics.2

At the end of the war James L. Morrill became the eighth president
of the University. Fortunately for the cause of educational research, he
too was thoroughly committed to its values through his long association
with the Ohio State University program, and hence gave the Minnesota
program his strong support. Largely at his suggestion, a statewide Com
mittee on Higher Education, including representatives from both the
public and private colleges, was established to study the state's need~

and resources in higher education. Since this committee found many
fundamental gaps in its knowledge of these problems, the University
Committee on Educational Research was asked to conduct the needed
research, and the director of the central office (Ruth E. Eckert) was
named chairman of the work group of the new statewide committee,
which was to be known later as the Minnesota Commission on Higher
Education. An extended series of mimeographed and printed research
reports followed, and then, in 1950, a published summary volume en
titled Higher Education in Minnesota. 3

More Recent Developments (1947-53). Several significant changes af
fecting the program of educational research occurred shortly after the
war. Under pressure of other duties, Dean McConnell reluctantly re
signed as chairman of the University Committee on Educational Re
search, turning this responsibility over to Russell M. Cooper, assistant
dean of the College of Science, Literature, and the Arts, who shared
Dean McConnell's interest in general education and in the development
of an effective educational program through cooperative research. Pro
fessor Eckert became coordinator of educational research in 1947, with
two new appointees to share responsibility for directing the program of
the central research office, designated as the Office of Educational Re-

2 University of Minnesota Studies in Predicting Scholastic Achievement, Part I,
College of Science, Literature, and the Arts; College of Agriculture, Forestry, and
Home Economics; University of Minnesota Studies in Predicting Scholastic Achieve
ment, Part II, Medical School, School of Nursing, School of Business Administration,
Law School, School of Dentistry (Minneapolis: University of Minnesota Press,
1942); Clara M. Brown, A Study of Prerequisite Sciences and Certain Sequent
Courses at the University of Minnesota (Minneapolis: University of Minnesota Com
mittee on Educational Research, 1941).

3 Minnesota Commission on Higher Education, Higher Education in Minnesota
( Minneapolis: University of Minnesota Press, 1950).



8 A University Looks at Its Program

search. Cyril J. Hoyt was appointed associate director in charge of the
College of Education's research program, while the second of the present
writers (Robert J. Keller) became associate director of the staff working
on studies of the University's own program. To eliminate the frequent
confusions of these two programs, the latter division became known as
the Bureau of Institutional Research, and the committee responsible for
this program was made a standing committee of the University Senate
and designated as the Committee on Institutional Research.

Three years later (1950), Professor Eckert resigned as coordinator to
give her full time to teaching in higher education, and Professors Hoyt
and Keller were promoted to the directorships of their respective units.
In 1952 Dean Cooper was succeeded as chairman of the Senate Com
mittee on Institutional Research by Professor Elio Monachesi, chairman
of the department of sociology. With a somewhat enlarged central staff
and budget, the research program was broadened and several important
new investigations were launched, some of which are reported in this
volume. In addition to sponsoring studies proposed by other faculty
members, the committee initiated a research program of its own, with
primary emphasis on experimental studies in the learning situation, the
improvement of various types of evaluative instruments, and the general
appraisal of outcomes of University instruction.

PLAN OF THE PRESENT VOLUME

The intention in the early forties had been to publish further biennial
reports along the lines of those issued for 1938--40 and 1940-42, con
taining fairly extended summaries o(research projects sponsored by the
University Committee on Educational Research. The war temporarily
blocked this plan, and the office staff later became heavily involved in
research studies and in preparation of the report Higher Education in
Minnesota. Because of the shift in administrative personnel, too, it
seemed wise to defer further volumes in the Studies series until the new
program was more fully established. In consequence, this is the first
addition to the series since 1942.

Scope of Volume. The present studies, which encompass the 1942-52
period, have been selected from the much larger number sponsored by
the committee during those years. One large group of research projects
was excluded because reports had already appeared in Higher Education
in Minnesota; others were eliminated because they seemed of interest
only to the individual faculty members or departmental groups request
ing the studies; still others were never completed because of staff changes
or were still in progress and will be summarized in the next volume of
this series.
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Because certain of these studies were made five or ten years ago, they
may not always convey accurate ideas of the University's present pro
gram and services. But they do suggest some key developments in
program building at Minnesota, illustrating how the University has
used this plan of self-study to appraise its practices, and to encourage
experimentation along new lines.

Most of the twenty-three studies are reported in highly condensed
form, with only an outline given of the major findings and their implica
tions for University practice. A few are presented in more detail to
demonstrate their relationship to the University's program and the
method or techniques employed, as well as the actual findings. Since
extended tabular materials and written reports have been prepared for
many of these studies, persons interested in further detail should contact
the Bureau of Institutional Research.

Maior Divisions of the Report. The present studies have been classified
according to the four major divisions outlined below. This has, in a few
instances, required rather arbitrary placement of studies that dealt with
more than one of these phases. But the succeeding divisions at least re
veal some of the major emphases in the University self-study program
during this past decade.

SECITON I. "General Studies Relating to the University of Minnesota
Program." This section contains five reports bearing on enrollment
trends, the home residences of University students, changes occurring
in the educational plans of students and prospective students, grading
practices in the University, and curriculum changes over a ten-year
period. The first three of these provide some idea of the numbers and
types of students who attend the University of Minnesota; 4 the latter
two indicate typical areas of instructional concern. Together they afford
valuable background for the other studies.

SECITON n. "Studies of the Undergraduate Program." This extended
section summarizes various studies related to the educational programs
provided in the General College; the College of Science, Literature, and
the Arts; the College of Agriculture, Forestry, and Home Economics;
and the Duluth Branch. These seven reports are supplemented by a
study concerning undergraduate use of the University library.

SECITON m. "Studies of Specialized and Graduate Education." This
section includes only eight from the much larger number of studies con
ducted in this area. But those selected well illustrate a breadth of concern
on the part of the Senate Committee on Institutional Research - a con
cern that ranges from an appraisal of the University's subcollegiate farm

• Higher Education in Minnesota, Chap. 16, contains much more material on
this point.
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school program to a critical evaluation of the highest spheres of training
any university provides.

SECTION IV. "Staff Activities." Here are presented three studies explor
ing conditions of service at the University of Minnesota and certain
evaluations of faculty achievement made by students, colleagues, and
administrative officers. Together, these studies point up some crucial
problems involved in recruiting and holding a topflight faculty.

Some of the above are studies of developments or experimentation in
individual courses; others concern whole departments; still others in
volve entire schools or colleges, or even the University as a whole. In
this sense they typify well the committee's program. For no study has
seemed too small or insignificant to sponsor if it promised to give actual
help to some staff member or student group; nor has any proposal
seemed too ambitious to consider, provided the problems to be dealt
with were really significant. Even though the work may have had to be
spread over several years or done only on a limited sampling basis, the
committee has not hesitated to look into any question affecting the Uni
versity's educational future.



PART I

General Studies Relating to the University

of Minnesota Program
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CHAPTER 1

Enrollment Trends at
the University ofMinnesota, 1940-50

BY John E. Dobbin AND R. E. Summers

THE welfare and, indeed, the very existence of a state college or uni
versity depend on how many young men and women seek higher
education within its walls. Studies of enrollment trends can be helpful
to institutions in their long-term planning, and can provide "behind the
scenes" pictures of university populations in a graphic and meaningful
way.

Though college enrollments may fluctuate from time to time because of
incidental or transient factors, the major determinants of future enroll
ment will usually be found in long-term trends. Depressions or wars
cause enrollments to depart temporarily, one way or another, from ex
pected outcomes but do not necessarily have a permanent effect on
future enrollment. The chief problem in enrollment studies is thus one
of balancing and combining both short-range and long-term trends in
predicting future enrollments; the basic trends must be most heavily
relied upon in the making of long-range projections.

This study of enrollment at the University of Minnesota is based
chiefly on attendance figures for the second week of the fall quarter, in
certain significant years. Data were obtained through the cooperation
of the Office of Admissions and Records. Other studies of University
enrollment trends may be found in the recent report by the Commission
of Higher Education 1 and in earlier studies by Vaile and Pettengill,2
Eckert,a and Summers.4

1 Robert J. Keller and Ruth E. Eckert, "Studies of University of Minnesota Stu
dents," in Minnesota Commission on Higher Education, Higher Education in Minne
sota (Minneapolis: University of Minnesota Press, 1950), Chap. 16.

• Roland S. Vaile and True E. Pettengill, "Student Enrollment at the University
of Minnesota" (unpublished manuscript prepared for the Senate Committee on
Education, June 1943).

3 Ruth E. Eckert, "Effect of the War on Minnesota Colleges and the Present
Enrollment Outlook," Report No.4 to the Statewide Committee on Minnesota's
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INFLUENCE OF THE VETERANS

The spectacular increase and subsequent decline in University at
tendance was caused largely by the return to school of World War II
veterans. For most, the war had necessitated postponement or interrup
tion of their college plans. The C.l. benefits provided many with an
opportunity to obtain a long-delayed education, even under conditions of
a new financial stringency. To some men and women the benefits meant
encouragement and opportunity to get an education which, under
ordinary circumstances, might have been impossible. By the fall of 1947,
some 16,736 former service men and women were seeking an education
at the University of Minnesota. Although the highest proportion of
veterans in the student body had been reached the year before, the 1947
veteran group represented 59 per cent of the student population. This

Needs for Post-High-School Education (mimeographed; Minneapolis: Bureau of
Institutional Research, University of Minnesota, July 1946) .

• R. E. Summers, "University of Minnesota Enrollments," Section V, "Enroll
ment," unpublished manuscript in "Report to the Legislative Research Committee
of the State of Minnesota," Louis C. Dorweiler, chairman (November 1947).

GROWTH AND DECLINE OF ENROLLMENT

World War II had a dramatic effect on attendance at the University,
cutting enrollment sharply during the war years and then, with almost
unbelievable suddenness, sweeping it to an all-time high with the influx
of veterans at the war's end. These departures from apparently more
normal trends appear quite striking when compared with the Univer
sity's previous enrollment records. For half a century, University enroll
ments had maintained a continuous upward spiral, rising from about
1000 students in 1890 to a prewar peak of 15,122 collegiate students in
attendance the second week of the fall quarter 1939. These figures indi
cate the normal, healthy growth pattern of an educational institution
earnestly trying to serve the state.

Although University attendance had shown signs of decline almost
two years before this country entered World War II, the severity of the
decline could hardly have been anticipated except as a result of all-out
war. The low, wartime figure of 7205 students in attendance fall quarter
1943 represented a 52 per cent decrease from the 1939 peak figure. A
return to normalcy, however, was indicated as more and more veterans
returned to complete their college work. In fact, enrollment continued
to increase until fall 1947, when an all-time high was reached, 28,312
students, an 87 per cent increase above the 1940 fall quarter level. En
rollment in the fall quarter of 1950 (22,080 students), though only 78
per cent of the 1947 figure, was still 46 per cent above the prewar peak of
1939. (See Table 1. )

14 A University Looks at Its Program
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Table 1. Comparison of Attendance Figures in Various Divisions of the University during the

Second Week of the Fall Quarter in Significant Years

Fall 1943 Fall 1947 Fall 1948 Fall 1950
No. of Ratio of Ratio of Ratio of Ratio of Ratio of

College or School Students 1943 to 1947 to 1948 to 1950 to 1950 to
in No. of 1939 En- No. of 1939 En- No. of 1939 En- No. of 1939 En- 1947 En-

Fall1939 Students a rollment b Students rollment b Students rollment b Students rollment b rollment'

General College ...... 916 301 .33 1,887 2.06 1,522 1.66 1,402 1.53 0.74
University College .... 45 42 .93 170 3.78 106 2.36 60 1.33 0.35
Science, Literature,

and the Arts ....... 4,698 2,876 .61 8,645 1.84 7,778 1.66 5,860 1.25 0.6R
Institute of Technology 2,392 883 .37 5,283 2.21 4,802 2.01 2,410 1.01 0.46
Agriculture, Forestry,

and Home Economics 1,497 598 .40 1,872 1.25 1,843 1.23 1,559 1.04 0.83
Law School ......... 330 52 .16 728 2.21 796 2.41 491 1.49 0.67
Medical School ...... 524 193 .37 483 0.92 508 0.97 578 1.10 0.20..... Medical Technology .. 86 120 1.40 107 1.24 84 0.98 93 1.08 0.87ClI Occupational and

Physical Therapy ... 8 50 39 79 1.58Nursing ............. 447 670 1.50 409 0.91 183 0.41 187 0.42 0.46Public Health ....... 118 143 1.21 348 2.95 263 2.23 267 2.26 0.77Dentistry •• 0 ••••••• • 211 31 .15 270 1.28 306 1.45 345 1.64 1.28
Dental Hygiene ...... 91 50 .55 79 0.87 72 0.79 89 0.98 1.13Pharmacy ........... 186 72 .39 371 1.99 407 2.19 410 2.20 1.10Education ........... 1,484 605 .41 1,656 1.12 1,878 1.26 2,129 1.43 1.29
Business Administration 593 158 .27 1,566 2.64 1,423 2.40 765 1.29 0.49
Graduate School ..... 1,504 403 .27 2,932 1.95 3,265 2.17 3,551 2.36 1.21
Veterinary Medicine .. 24 68 162 6.75
Duluth Branch ....... 1,432 1,900 1,643 1.15
University of Minnesota 15,122 7,205 .48 28,312 1.87 27,243 1.80 22,080 1.46 .78

Source: Data from the office of the Recorder, True E. Pettengill, University of Minnesota, Minneapolis, Minnesota.
a These figures do not include army and navy medical and dental students, or students in other special contract courses for military

personnel.
b The 1939 emollment figure is used as the base: Le., 1939 = 1.00.
, The 1947 emollment figure is used as the base: Le., 1947 = 1.00.
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representation declined year by year in both numbers and percentage
until in fall 1950 veterans comprised only 29 per cent of the student body.

A'ITENDANCE BY CLASSES

Traditionally, freshmen and sophomores comprise the largest element
in the student body of a college or university. This has long been the
case at the University of Minnesota. Immediately after World War II,
this situation was even more pronounced because most incoming vet
erans elected beginning work. In the fall of 1946, underclassmen repre
sented 63 per cent of the student body, but by fall quarter 1950 the
proportion of freshmen and sophomores had dropped to 43 per cent.
The larger proportion of students in junior, senior, and graduate classes
in this year, though initially caused by veterans' enrollment in advanced
course work, may have set a pattern for future enrollments at the Uni
versity of Minnesota. This is most likely if the University continues its
role of providing advanced and specialized training in its geographic
area.

SEX RATIO

With the exception of war years, men have always been predominant
in the student population at the University of Minnesota - a fact which
is alleged to be influential in attracting some women to the University.
While World War II brought an exact inversion of the prewar ratio of
two men to each woman student, the return of the veterans produced an
upsurge in these prewar proportions - a ratio of three to one in 1947.
Contrary to expectations, male predominance has not diminished ap
preciably as the veteran population has decreased, and this is due largely
to the decline in the absolute number of women enrolled. In fall 1950
the number of men students had dropped 62 per cent from the 1947 peak,
but the ratio of men to women remained approximately the same - 74
per cent as against 26 per cent. In fall 1950, with enrollment in large
universities down about 9 per cent, the national enrollment was 1,569,322
men and 727,270 women.5 This two-to-one proportion of men to women
at the national level is in contrast to the University of Minnesota's three
to-one ratio and may indicate a trend not yet apparent in this area.

POSTWAR GROWTH AMONG THE COLLEGES

The influx of veterans affected some colleges of the University more
than others. Variations in the rate of postwar growth among University
divisions were due, for the most part, to concentrations of veterans in
certain programs. At the peak of enrollment in 1947, more than half of

• Fall Enrollment in Higher Educational Institutions, Circular No. 328 (Wash
ington, D.C.: Federal Security Agency, Office of Education, 1950).
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the student G.L's (55 per cent) were concentrated in two major divisions
- the College of Science, Literature, and the Art~, and the Institute of
Technology. By 1949-50 there was still a heavy concentration in these
two divisions, but veteran attendance in the Graduate School had risen
so much that 56 per cent of the total G.l. population was now distributed
almost evenly among three colleges: the College of Science, Literature,
and the Arts (19 per cent) ; the Institute of Technology (21 per cent) ;
and the Graduate School (16 per cent).

In 1947 the veteran population within certain colleges was propor
tionately very high. The percentages were as follows: Business Adminis
tration, 88 per cent; Law School, 84 per cent; Dentistry and the Institute
of Technology, 81 per cent; and eight other divisions, more than 50
per cent.

Twice as many students were enrolled in the Law School, University
College, Public Health, Institute of Technology, Pharmacy, Business
Administration, and the Graduate School in fall 1948 as were in attend
ance fall quarter 1939. Also in 1948, General College and the College of
Science, Literature, and the Arts had each increased their student bodies
by two thirds - a natural result of the veteran influx into junior college
courses. In contrast, the Medical School's physical plant, facilities, and
general policies were not yet reflecting the wartime absorption of doctors
and medical technologists and the consequent civilian demand for medi
cal services. Medical School attendance was only 97 per cent of that
in fall 1939, and Medical Technology enrollment was 98 per cent of its
1939 figure.

ENROLLMENT DECLINE IN THE COLLEGES

Some colleges felt the impact of the downward trend in 1943-44 more
keenly than others. The highest percentage decreases in enrollment
occurred in the schools of Law, Dentistry, and Business Administration,
General College, and the Graduate School. The enrollments of the first
three colleges are essentially all male; the latter two are predominantly
male during peacetime years. These decreases reflect the heavy drain of
male students by the armed forces. Substantial gains in enrollment were
experienced in Medical Technology, Nursing, and Public Health; these
augured the heavy wartime demands already developing in these fields.

After the "growing pains" of 1947-48, and the atypically high attend
ance at the University in the period follOWing World War II, college
enrollment began to return to the normal prewar trend. Although the
total number of students was still at a high level, far above that of the
late 1930s, in the second week of the fall quarter 1950, the Institute of
Technology, Business Administration, and the School of Nursing found
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that they had less than one half of the student attendance that had been
maintained during their peak years. Yet two thirds or more of the pre
vious peak load was still borne by the General College, the S.L.A.
College, Public Health, and the Law School. How much these enroll
ments were affected by the outbreak of the Korean War, in June 1950,
is difficult to estimate. Although the total attendance seemed to be chang
ing rapidly by 1950, the enrollment figure for the University as a whole
was still more than three fourths (78 per cent) of that of its peak year.
And with the exception of Nursing and Dental Hygiene, attendance
figures for the colleges were still higher than prewar figures.

NEW STUDENTS

The role of new students is a significant one in any enrollment picture.
This group, composed of entering freshmen and transferees from other
institutions, symbolizes the "lifeblood" of a college or university, for an
institution can judge the attractiveness and popular appeal of its pro
grams by the number of these potential students. In 1939-40, one fourth
(26 per cent) of the total enrollment consisted of students new to the
University, although some of them had done college work elsewhere.
Following the general trend of University registration, this group de
creased during the war years but mounted with the wave of incoming
veterans. In the fall quarter of 1947, 4010 beginning freshmen and some
2203 new advanced-standing students Hocked to University classes.
By the fall of 1950, the number of new freshmen had dropped to 3537
while the number of advanced-standing students had been lowered to
2000. On the whole, the ratio of advanced-standing enrollees to the total
University population may indicate a new trend in enrollment. For this
group has increased more than 100 per cent - from 1194 in 1939-40 to
more than 3000 in 1948-49.6 If this shift portends a permanent change
or a continuing trend in the character of new student enrollment, it has
important implications for the planning of University programs and
facilities.

ANTICIPATED ENROLLMENTS

Several projections of future University enrollments, undertaken dur
ing the war and early postwar years,7 agree in a general way on the larger
pattern of enrollment expectations. Barring the occurrence of a third
world war or a major economic depression, University enrollments are
expected to decline gradually until the mid-1950s and then to turn up
ward once again. When the proportion of Minnesota high school gradu-

• Keller and Eckert, op. cit., p. 354.
7 Summers, op. cit.
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ates enrolling at the University in prewar years is used as a base for
prediction, it can be anticipated that University enrollments will reach
an estimated figure of 23,000 in 1960.8 Pupils now taxing the capacities
of elementary schools - the "war babies" of the early forties - should
push college enrollments to new highs even if there is no increase in the
proportion of young people attending college. All such estimates, how
ever, are out of line if present international tensions should give way to
another world conflict. In that case, no one can safely prophesy whether
actual year-to-year enrollments would or would not follow the patterns
of World War II. Depressions and wars temporarily decrease enroll
ments, but enrollment at the University of Minnesota, as at other colleges
and in the high schools, has risen quickly after every such catastrophe.9

These social upheavals do not relieve educational institutions of the long
range demand upon them. The normal and consistent decision of young
men and women to seek higher education implies a responsibility on the
part of every state-supported college or university to meet those educa
tional needs, no matter how little understood, how long postponed, or
how hard the task may be.

8 Keller and Eckert, op. cit., p. 355.
• Eckert, op. cit., p. 2.



CHAPTER 2

Home Residence of Students Enrolled at
the University ofMinnesota

BY Ruth E. Eckert

THE place where a student lives often has much to do with his chance
of attending college. As several studies have shown, factors of geography
are often more influential in determining whether a young person will
go to college than actual ability to profit from further work. The present
study was designed to find out how well the University has been serving
qualified youth throughout Minnesota.

PLAN OF THE PRESENT STUDY

The basic data were obtained from the 1940-41 University Address
Book, including the winter and spring supplements. While the number
of names listed for that year (which had been chosen for an intensive
analysis of prewar enrollments) fell about 5 per cent short of the total
reported enrollment, the coverage seemed adequate for present pur
poses. Information was then gathered relative to each student's sex,
home residence, college enrollment, and class status.

The major analyses were planned to show the percentage of students
who came to the University from each of the following places: (1)
Minnesota counties containing both public and private higher institu
tions - subdivided into "Hennepin," "Ramsey," and "other counties;"
(2) Minnesota counties having public colleges exclusively; (3) Minne
sota counties having private colleges exclusively; (4) Minnesota coun
ties lacking any type of higher institution; and (5) other states and
foreign countries. The Minnesota figures were later compared with those

NOTE: A more complete report of this study appears in the following bulletins:
Ruth E. Eckert, "Higher Educational Opportunities in Minnesota," Report No. 1
to the Statewide Committee on Minnesota's Needs for Post-High-School Education
(mimeographed; Minneapolis; Bureau of Institutional Research, University of
Minnesota, March 1946); Supplement to Report No.1, "Geographical Distribution
of Students Enrolled at the University in 1940-41" (mimeographed; Minneapolis:
Bureau of Institutional Research, 1946).
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that would have prevailed, had the counties involved contributed in
proportion to the actual number of college-age youth in these areas.1

GENERAL SOURCES OF UNIVERSITY STUDENTS

More than five sixths (85 per cent) of the students attending the Uni
versity in 1940-41 were identified as Minnesota residents 2 - a figure
within 1 per cent of that established ten years earlier.3 Proportions of
out-of-state students enrolled in the several divisions of the University
varied significantly, ranging from 3 per cent in the General College to
41 per cent in the Graduate School.4

In 1949-50, the most recent year studied, almost the same ratio of
out-of-state to state residents prevailed. This was particularly interesting
in view of policies adopted at this state university, as in many others,
giving state residents some priority in admission during the crowded
postwar years. While the number of out-of-state residents admitted to
undergraduate programs fell sharply under these conditions, there was
a commensurate increase in the numbers attracted from afar by the
University's outstanding professional and graduate programs.

Contributions from Various Sections of Minnesota. Nearly two-thirds
(65 per cent) of the Minnesota residents enrolled in 1940-41 came from
the Twin Cities area (Hennepin and Ramsey counties). This harmo
nized with other findings which showed that higher institutions usually
draw at least half their students from their own commuting area. But
the Twin Cities representation at the University contrasted sharply with
the geographic distribution of Minnesota youth aged 16-24, of whom
less than a third (32 per cent) resided in Hennepin and Ramsey coun
ties. Moreover, in every division of the University and at every level
of instruction, the Twin Cities quota was disproportionately large.
Actual enrollments exceeded predicted figures, which had been based

1 Since there was no way of determining how many non-Minnesota students
should enroll in a particular college, the obtained percentage of out-of-state stu
dents was deducted from 100 and the resulting figure subdivided into percentages
representing the actual number of college-age youth residing in each of the above
areas.

• The present figure, derived from official reports of the Office of Admissions and
Records, is slightly lower than the earlier percentage (88 per cent) which was
based on Address Book reports. Occasional out-of-state students, in the latter in
stance, had apparently reported local addresses as "home" addresses.

a Ruth E. Eckert, "Residence and Migration of Minnesota College Students," in
University of Minnesota Committee on Educational Research, Biennial Report,
1940-42, Studies in Higher Education (University of Minnesota Press, 1943), pp.
65-70.

• This latter figure includes the Mayo fellows at Rochester. The percentage of
out-of-state students enrolled in graduate courses on the Twin Cities campuses was
somewhat lower (27 per cent).
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on the proportion of college-age youth living in the area, by percentages
ranging from 15 for the College of Agriculture, Forestry, and Home
Economics to 53 for the General College. Enrollment figures nine years
later (for 1949-50) showed a slight decrease in the Twin Cities figure
(to 60 per cent), probably resulting from the recent establishment of
the Duluth Branch to serve northern Minnesota residents.

RELATION OF COLLEGE OPPORTUNITIES TO COLLEGE ATTENDANCE

Some extremely interesting but disquieting findings emerged when
the educational facilities available in various areas of the state were
related to University attendance figures for residents of these sections.
While this problem was studied separately for each college and division
of the University, only a few points can be touched on in this summary.

The representation of Hennepin and Ramsey counties was highest in
the junior college years, with these percentages declining markedly in
the professional and graduate divisions. For many local students, there
fore, the University really serves a junior college function.

Fewer young people from other areas of Minnesota which possess
college facilities enrolled at the University than might have been
predicted from population statistics. The percentage figure was signifi
cantly higher, however, in the upper years of the College of Science,
Literature, and the Arts and in the profeSSional schools than in the
lower division, which shows that many students who take their junior
college studies at nearby institutions come to the University for ad
vanced training. This was more true of students who resided in counties
with public college facilities than of those living within commuting
distance of private institutions exclusively.

Rather ironically, those young people who had no college programs
near at hand were least likely to enroll at the University. Thus the 72
counties of the state which lacked both public and private colleges sent
far fewer young people to the University than might have been antic
ipated from youth population statistics, the deficits ranging from 4 per
cent for the School of Nursing to 35 per cent for the General College.
While programs in all fields fell short of the expected quotas, those in
nursing, agriculture, home economics, pharmacy, and mortuary science
were a little more likely to attract students from these educationally
deprived areas. Additional studies showed that these geographical and
cultural barriers were as formidable for men as for women students.

SUMMARY AND IMPLICATIONS

The proportion of Minnesota students served by the University has
changed little during the past twenty years, about six students out of
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seven being typically drawn from the state. Various divisions of the
University have also maintained about the same relative positions, with
those that previously enrolled few out-of-state students still largely
restricting their services to Minnesota residents.

Young people living in the Twin Cities area, which has several excel
lent public and private colleges, have had an unusually large representa
tion at the University. In fact, this has been more than twice the size
that might have been expected from the percentage of Minnesota
college-age youth residing in Hennepin and Ramsey counties. While
young people from other counties having public or private colleges
have not come in the expected numbers to the University, their repre
sentation is substantially greater in the upper years of the program.
Many of these young people take their first two years of college work
in public junior or teachers colleges in their own areas, and then come
to the University for their advanced studies. Those residing in the 72
counties which have no college facilities (largely the rural areas of
Minnesota) have been the most seriously handicapped. In this instance
the percentage enrolling at the University during the years studied was
less than half the figure which might have been anticipated from the
thousands of college-age youth residing in these sections. Those who
have come have been particularly attracted to nursing, agriculture,
home economics, pharmacy, and mortuary science programs, which
promised to prepare them for jobs in their home communities.

Considered as a whole, the findings show that students who attend
the University are drawn from a wide area. The University's outstanding
reputation is reBected in the substantial numbers from distant states
and foreign countries who seek a Minnesota degree. Yet the present
facts demonstrate the need for making post-high-school educational
opportunities as available to young people in other sections of the state
as they now are to those in the University's immediate vicinity. Careful
studies of existing facilities, including ways of utilizing these more
effectively through extended scholarship and loan provisions, are clearly
required. Possibilities of establishing a few additional college programs,
especially in the western half of the state, should also be carefully ex
plored. Many who do not now go to college might be attracted by
imaginatively designed two-year programs, providing both general
education and effective preparation for technical or semiprofessional
positions in agriculture, retail sales, small businesses, and skilled trades
in rural communities. The present findings call for both a strengthening
of the University's program and the development of some new oppor
tunities for the rural youth, the group that now stands in greatest need
of them.



CHAPTER 3

Changes in Educational Plans of University
ofMinnesota Students

BY Robert J. Keller AND R. E. Summers

THE first of the two studies reported in this chapter identifies some of
the reasons why young people decide not to come to the University
after declaring an intent to matriculate; the second is concerned with
finding out why many students drop out of the University before
completing their programs. Other studies in this series have been re
ported previously'! They provide information about the academic abil
ities and achievement of students at this University, their chances for
completing the work they undertake, and the relation of certain personal
characteristics to student retention.

REASONS FOR CHANGE IN PLANS AMONG APPLICANTS

FOR ADMISSION 2

The purpose of this first inquiry was to survey changes in the educa
tional plans of the 387 persons who had been admitted to the University
of Minnesota for the fall quarter of 1947 but who did not matriculate
during the fall or winter quarters of 1947-48. Questions to which
answers were sought included the follOWing: What major reasons do
these prospective students give for changing their educational plans?
How do these vary with such factors as sex, college to which the student
applied, present status, or future educational plans? Why did some
applicants decide to enroll at another college or university? How many

1 Robert J. Keller and Ruth E. Eckert, "Studies of University of Minnesota Stu
dents," in Minnesota Commission on Higher Education, Higher Education in
Minnesota (Minneapolis: University of Minnesota Press, 1950), Chap. 16.

• Condensed from "Survey of Changing Educational Plans of Applicants for
Admission to the University of Minnesota," prepared by Robert J. Keller and
George J. Mouly of the Bureau of Institutional Research, in cooperation with R. E.
Summers, dean, Office of Admissions and Records (December 1948). This full
length report, in mimeographed form, is available from the Bureau of Institutional
Research.
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of the nonmatriculating applicants planned to attend the University at
some later date?

Method of the study. Data for the study were obtained from the
application blanks of the 387 applicants who did not matriculate and
from questionnaire forms later mailed to them. The findings that concern
present status and reasons for change of plans are based on the replies
of 287 persons (74 per cent of the total group) who returned the
questionnaire forms. Evidence was obtained to show that these replies
could be considered fairly representative of the total sample. Respond
ents had sought admission to the various colleges of the University in
the following numbers: College of Science, Literature, and the Arts,
160; General College, 58; Institute of Technology, 52; and other col
leges, 17.

Findings. From the 387 original application blanks, the following
information was obtained. Nine out of ten nonmatriculating applicants
were single, the small fraction of married persons being all males. The
387 applicants ranged in age from 16 to 34 years, with a modal age of
18 and a tendency for men to be about half a year older than women.
The mothers of both men and WOmen applicants had received some
what more education than the fathers. The typical parent of men
applicants had less than eight years of schooling, while the typical
parent of women applicants had reached the eleventh grade. The
parents of applicants were widely distributed in level of occupation,
but tended to cluster more at the upper levels than would a representa
tive sample of all employed persons in Minnesota. Most of the applicants
themselves aspired to positions at the profeSSional and managerial
levels.

The 287 returned questionnaires showed that almost half of the
respondents (48 per cent) were attending another college or school at
the time of the inquiry, almost a year later; 44 per cent were employed;
and the remainder were unemployed (3 per cent) or did not indicate
their current status (5 per cent). Of the respondents who were attending
other colleges or schools, two thirds were enrolled in Minnesota institu
tions, including private liberal arts colleges (43 per cent), junior colleges
(6 per cent), state teachers colleges (5 per cent), and professional
schools (10 per cent). Three fourths of the employed respondents held
jobs at the semiskilled, minor clerical, or minor business level.

Five major reasons accounted for the failure of 70 per cent of these
applicants to enroll in University courses. In order of frequency these
reasons were (1) a decision to attend another college; (2) the reported
crowded conditions at the University; (3) a decision to take a full-time
job; (4) a change in vocational plans; and (5) inability to solve the
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financial problems involved. The reasons given by the remaining 30
per cent were more scattered and included early marriage, family prob
lems, military service, and illness. Some who did not come to the
University reported as their reasons conditions which they assumed to
be true, such as unsatisfactory living quarters and unsatisfactory
courses.

About half of the respondents (48 per cent) stated that they still
planned to attend the University at a later date, usually within a year.
Many of these were then attending another college or school. A fourth
of the applicants were uncertain about their future school plans, almost
one eighth planned to complete courses in the colleges they were at
tending, and the remaining seventh planned to enter a different college,
had given up plans for college, or did not indicate their further school
plans.

The educational plans of some prospective college students thus
appear to be relatively unstable and dependent upon factors which are
oftentimes beyond the student's control. University attendance might
well be stimulated by efforts of the University and the public to solve
financial problems of college-going, to promote favorable attitudes
toward college in general and the University in particular, and to pro
vide high school graduates with realistic insights into the relationship
between college attendance and personal goals. Some of these young
men and women appear reluctant to admit that their first intention to
enter the University was more a vague hope than a definite plan. Some
still expect to enter or transfer to the University. Others apparently
have become reconciled to employment, changes in vocational plans,
or substitute activities, some of which are undoubtedly appropriate.
The fact remains that a sizable number of acceptable and able high
school graduates who intend to enter the University are unable or
unwilling to make good this intention. Certain substitute programs
are appropriate, but for many, actual attendance at the University
would probably prove more advantageous.

STUDENTS WHO DROP OUT OF THE UNIVERSITY

This second study was undertaken jointly with the Office of Admis
sions and Records to obtain information about the personal and aca
demic characteristics of students who drop out of the University before
completing their work, their reasons for doing this, what they do after
they drop out, and their critical evaluation of their University experi
ences.

Method of the Study. The student sample for this study was composed
of young people (3450) who had taken at least one full quarter of work
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(15 credits) during 1946-47, but who had not returned to complete
their studies at the University during the succeeding two quarters of
1947-48. A 50 per cent random sample was drawn from this total group
of students presumed to have dropped out of the University. The weak
ness of this method of selection became apparent as the study pro
gressed, for numerous persons thus identified as dropouts were later
shown to be transfers within the University or students who returned
after an absence of a quarter or more.

The findings of the present study are based on academic records of
601 students who responded to a four-page questionnaire and who could
definitely be classified as dropouts. This group was assumed to be
approximately a 50 per cent sample of the legitimate dropouts.

In the inquiry, the 601 students (of which 376, or 63 per cent, were
men) were asked to indicate their present status and their reasons for
leaving the University, and to evaluate the training received there. Of
the respondents, 335 had attended the College of Science, Literature,
and the Arts, 107 the Institute of Technology, 84 the General College,
56 the College of Education, and 19 four other University divisions.
Because of limitations in sampling, the findings of this inquiry should
be considered only as tentative evidence of the characteristics of stu
dents who dropped out of the University during the peak year of
postwar enrollment.

Academic Characteristics of Dropout Students. Although the group
included a number of very able students, the typical dropout came from
the lower ability bracket in the total University population and in his
own college. Though the median high school rank for the whole dropout
sample was 64 - approximately that of the typical University student
- this group ranked much lower on the American Council of Education
Psychological Examination (ACE) and the Cooperative English Test.
Here this group placed at the 48th percentile on the ACE and the 35th
percentile on the English test, ranking significantly below the median
for entering freshmen. The men who dropped out were considerably
lower on these three measures of ability than the women.

Since students who had not completed one quarter of work at the
University were initially excluded from the study, the average number
of credits (median = 45) earned by the respondents does not represent
an average for all dropouts. No consistent difference could be noted
from college to college, but there was a marked tendency for men to
drop out of school SOOner than the women (completing an average of
37 and 56 credits of work, respectively).

The group as a whole averaged 0.9 honor points per credit, less than
the 1.0 average generally required for graduation at the University.
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Again, the men achieved a lower average honor-point ratio (.8) than the
women (1.1). Slightly more than half of the women and a quarter of
the men dropouts had earned a "passing" grade average during their
stay on the campus.

Reasons for Leaving the University. The reasons given by the re
spondents as either basic or contributory to their decision to leave the
University were the primary concern of this study. The questionnaire
directions asked these former students to check from a list of possible
reasons their own reasons for leaving the University, and to check the
most important ones twice. The ten major reasons in terms of frequency
of response given for leaving the University were as follows:

Decided to take a full-time job Change in vocational plans
University too crowded Married or planning to marry
Financial problems Red tape involved in registration
Transferred to another institution Unable to enter college of choice
Unable to take desired course Course requirements too heavy

Reasons indicated by fewer than 10 per cent of the respondents included
these: difficult to make friends; courses unrelated to life; unable to find
living quarters; needed at home; unable to secure help with personal
problems; moved or parents moved; advised against further college
work; entered military service; tuition and fees too high; and veteran
benefits delayed.

Few differences appeared in the kinds of reasons given by former
students from the various colleges, or between men and women. Like
the former students of Minnesota liberal arts colleges in 1939-40, these
young people were beset by money problems.s The decision to take a
full-time job and the need to resolve financial problems were checked
as reasons for leaving by 39 per cent and 31 per cent respectively of
the total respondents. In the earlier study, financial difficulties ranked
first, and job taking or hunting was third; this was perhaps due to the
more immediate economic pressure of that earlier period. In the present
study, taking jobs ranked first in the College of Education, and in the
S.L.A. College. Financial problems, as such, ranked second among
former Education students and held third rank in the Institute of
Technology and the S.L.A. College.

Crowded conditions at the University were mentioned as a contribut
ing factor by two fifths of the respondents, and by more men than
women. Similarly, the men, almost two to one over the women (34 and
18 per cent respectively), reported transfer to other colleges as impor-

a Robert J. Keller and C. Raymond Carlson, "Students of Minnesota Liberal Arts
Colleges," in Minnesota Commission on Higher Education, Higher Education in
Minnesota (Minneapolis: University of Minnesota Press, 1950), Chap. 10.
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tant factors in leaving the University. Inability to take desired courses,
change in vocational plans, and marriage, each accounted for one fifth
of the respondents, the men citing the first two more frequently than
the women. Red tape at registration, inability to enter the college of
their choice (particularly true for General College students), and heavy
course requirements conclude the list of reasons cited by one tenth or
more of the respondents.

Comparison of University honor-point ratios with responses to such
items as "course requirements too heavy" and "advised against further
college work" showed some disparity between the responses given by
dropout students and the conditions that obtained while they were still
in college. For example, nearly three fourths of the men respondents
had earned honor-point averages below the minimum required for
satisfactory work, yet only 11 per cent reported that they found the
course requirements too heavy and even fewer said that they had been
advised to discontinue college work. Clearly, the respondents' emotional
adjustments to termination of their University careers, unknown and
unpredictable as they may have been, affected their reporting of reasons
for leaving. This fact is relevant in interpreting all findings in the present
study.

One other salient fact is worth special mention, even in a condensed
report such as this. More than one in eight of the dropout students who
responded to the questionnaire considered this absence only temporary
and stated an intention to return later to the University.

Status the Year after Leaving the University. More than four fifths
of the respondents fell into one of the following three categories the
year after leaving the University: persons employed at full-time occu
pations (60 per cent); full-time students (18 per cent); and housewives
(5 per cent). Information was not supplied by the remaining 17 per
cent. Among the employed respondents a majority were working at
clerical jobs, in skilled and semiskilled trades, or in retail business jobs.

Of the 229 respondents who enrolled at other institutions after leaving
the University, two thirds went to other schools and colleges in Minne
sota - mainly to proprietary schools such as business schools and trade
schools (62 per cent), and to private liberal arts colleges (17 per cent).
The most frequently checked reasons for such transfers were "smaller
college, more personal attention," and "course more in keeping with
vocational plans."

Evaluation of University Training. How did these dropout students
evaluate University life? A checklist for such an appraisal was included
in this inquiry. In general, the respondents were most often favorably
disposed toward "opportunities for social and cultural development,"
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"superior instruction and facilities," and "opportunities for broad intel
lectual growth." The aspect of University education mentioned most
often as "unsatisfactory" was mass education. Next, in order of the
frequency with which they were checked, were inadequate courses and
inadequate counseling. Others mentioned with considerable frequency
were registration "red tape," inability to take desired courses, and
personal or social deficiencies.

Asked whether the University might have done something to prevent
their dropping out of school, 31 per cent of the respondents answered
"something" or "a great deal," while 58 per cent replied "very little" or
"nothing." Half of the respondents stated that they would want to enroll
at the University of Minnesota if they could start their educational
careers again. An additional 25 per cent would do so provided certain
changes were made in the University program and facilities, such as
alleviation of crowded conditions, removal of restrictions on choice of
course or college, and improvement of courses and instruction. One
fourth of these dropout students would not enter the University even
if they had a chance for a fresh start.

IMPLICATIONS

The real value of this study lies not in the factual data themselves,
since these data are not suffiCiently accurate to warrant revision of
University practices and policies, but in the evidence it provides that
a broad and intensive inquiry into the problems of student mortality is
needed.

Some students who have entered the University have had unsatisfac
tory experiences. The majority view their experiences as beneficial and
worth repeating, even though they have been unable to complete their
educational plans. Findings of this sort, if supported by other studies,
should have important implications for admission of students, curricular
offerings - particularly those of a terminal nature - student programs,
and services. Under present circumstances two kinds of waste can be
identified: waste of time, energy, and resources of students who receive
only incomplete segments of their planned college education; and waste
to the Unive.rsity in the non-utilization of teaching and counseling serv
ices offered to students who are unable to complete their programs.



CHAPTER 4

Grading Practices at the University ofMinnesota

BY Robert J. Keller AND George B. VoId

IN THE winter quarter of 1948 the University Senate Committee on
Education received from the All-University Congress a student com
plaint and request for action. The complaint concerned the grading of
graduate students "on the same curve" with undergraduates in courses
attended by both types of students. At about the same time the Arts
Intermediary Board made a similar plea to the Advisory Committee of
the S.L.A. College.

A subcommittee was appointed in January 1948 by the Senate Com
mittee on Education to study the whole problem of grading practices
at the University and to bring in a report. It was charged with two major
responsibilities: (1) to consider the over-all educational implications
of grading practices currently followed in the various units of the
University; and (2) to consider special problems arising from the
enrollment of both graduate and undergraduate students in the same
courses.

METHOD OF THE STUDY

The five members of this subcommittee were authorized to collect
and interpret factual data on University grading practices.1 In setting
up this new study, the group gave careful consideration to the following:
(1) a summary record of all previous studies of Minnesota grading
practices; (2) an annotated bibliography of fifteen published reports
especially pertinent to the question of college grades and grading; (3)
a report of the special College of Education study of grading practices
in education courses numbered 100 and higher (1947); (4) a prelim
inary tabulation of letter grades assigned in every course offered by the
School of Business Administration during winter quarter 1948; and

NOTE: For a more complete account of this study, see Minutes of the University
of Minnesota Senate, 1948-49, No.3 (May 1949), pp. 54--62.

1 Members of this subcommittee were Henry Borow, Robert J. Keller, chairman,
Richard L. Kozelka, True E. Pettengill, and George B. Void.
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(5) a complete tabulation of all grades assigned in all courses offered
on the Twin Cities campuses during winter quarter 1948.

Since students' grades at the University are recorded on I.B.M.
punched cards, the tabulation process was mechanical. Cooperating
with the special subcommittee, the Office of Admissions and Records in
the summer and fall of 1948 tabulated a total of 83,411 student grades
earned during the preceding winter quarter. These tabulations revealed
the relative frequency of grades assigned to all resident students at the
University and made it possible to study the findings in a variety of
ways - by course, by department, and by college or division.

These data were transformed into frequency distributions and per
centages for the different course and college combinations, so that
various comparisons were facilitated. The percentage transformations,
showing course, department, and college grade distributions, were
mimeographed in 89 tables and included in the formal report to the
Senate Committee on Education.

FINDINGS

Information concerning grade distributions for the separate colleges
and major units of the University have been summarized in Table 2.
The same marked differences which were apparent in the distributions
of grades assigned by the separate departments or divisions were also
observable in these distributions of grades by colleges.

Variations among Colleges. Significant differences in grade distribu
tions were found not only between courses open only to graduate stu
dents and those enrolling predominantly graduate students, but also
among colleges enrolling undergraduate students on the same level of
instruction. In courses numbered above 50 (senior college courses) of
one college, for example, undergraduates earned 62 per cent A's and
B's and only 5 per cent D's and F's, while in similar level courses of
another college the undergraduates earned 33 per cent A's and B's and
20 per cent D's and F's. In one college 45 per cent of the grades assigned
to graduate students were A's, while in another college the correspond
ing figure was 27 per cent.

Variations among Departments in the Same College. Some striking
differences in grade distributions also appeared among departments in
the same college. In one department, for example, 11 per cent of the
undergraduates in courses numbered under 100 received A's, while 46
per cent were assigned this grade in another department.

Variations among Courses in the Same Department. Similar differ
ences characterized the comparisons of various courses within single
departments. For example, in one undergraduate course only 6 per cent
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Table 2. Percentage Distributions of Grades Received by Undergraduate and Graduate
Students at the University of Minnesota by College or Major Division'

Undergraduate Grades Graduate Grades

College or Department No. A B C D F No. A B S C D F

Agriculture ................... . 4,936 13% 32% 43% 11% 1% 539 27% 21% 47% 3% 1%
Business ....................... 9,951 10 23 46 15 5 209 30 36 - 32 2
Child Welfare .................. 295 12 34 46 6 1 68 40 35 12 13
Dentistry ...................... 1,630 11 50 35 4 1 4 50 - 50
Education •••• 0 •••••• eO ••• e •••• 2,746 17 46 33 4 1 392 34 46 14 6 0
General College ................ 5,738 10 18 49 13 9

c.:> Institute of Technology .......... 19,554 14 27 39 14 6 684 43 40 4 11 1 0
c.:> Law •••••• 0 0 0 •••••• 0 ••••• 000 •• 1,613 4 28 54 14

Library ........................ 138 14 46 36 4
Medicine ...................... 2,877 19 34 38 7 2 318 57 25 8 8 1
Military Science ................ 440 13 25 50 9 2 3 67 33
Naval Science ................. 108 17 37 37 8 1
Nursing • 0 ••••• 0 •••• 0.' 0 0 ••• 0'. 175 22 47 27 4
Pharmacy ...................... 548 13 34 40 12 1 18 56 39 - 6
Physical Education (men) ........ 1,027 58 29 11 2 1 5 100
Physical Education (women) ..... 817 13 50 34 1 1 2 - 50 - 50
Science, Literature, and the Arts . .. 26,851 13 28 44 11 4 1,661 45 34 12 8 1 0
Veterinary Medicine ............ 63 27 33 32 3 5 1 - 100

University of Minnesota ......... 79,507 13 29 42 12 4 3,904 42 34 14 9 1 0

• Percentages have been rounded to the nearest whole number. A zero (0) entry indicates some grades but less than 0.5 per cent. A
dash (-) indicates no grades of the given level were assigned by that college.
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were given A's, while in another undergraduate course of the same
department 24 per cent were assigned A's; in still another department
39 per cent received D's and F's in one course, while D's and F's were
given to only 3 per cent in another course in the same department and
with the same student level.

Variations among Different Levels of Instruction. Grade distributions
throughout the University tended to shift toward the upper end of the
scale at progressively higher levels of instruction. Thus the proportions
of A and B grades earned increased noticeably from junior college
courses to the senior college courses and then to graduate ones. To what
extent this is due to increased student selectivity at higher levels is not
known.

Use of Certain Courses to Eliminate Incompetents. There was no
evidence in this study that any college in the University employed a
wholesale policy of student failure. In several colleges, in fact, the F's
amounted to only 1 per cent of the total number of grades assigned.
Student mortality due to low scholarship appeared to be more directly
related to inability to maintain the required honor-point ratios than to
accumulation of actual failing grades. Some courses in specialized
curriculums, however, appeared to serve the purpose of weeding out
less competent students fairly early. Examples might be cited of five
introductory courses in which the percentages of D's and F's during
winter quarter 1948 ranged from 25 to 60 per cent.

Variations in the Use of "s" Grades. Some departments did not use
S (Satisfactory) grades at all; others made extensive use of this grade,
some possibly without realizing that the S grade is actually restricted
to graduate students and is interpreted as a B in computations of honor
point ratios. In one subject almost a fourth (23 per cent) of all graduate
students in courses numbered 100 or above were graded S, whereas in
another subject at the same level no S grades at all were assigned.

Undergraduates and Graduates Taking the Same Classes. While
superficial examination of grade distributions for courses numbered
from 100 to 199 suggested that graduate students received more than
their share of A and B grades, such an inference was not supported by
the data obtained in this study.

The fairest measure of comparison involved grades earned in courses
numbered above 100 by undergraduates in competition with graduate
students and the grades received by undergraduates in courses enrolling
only undergraduates. Distributions of letter grades earned by under
graduates in both circumstances have been summarized in Table 3.

The differences in grade distributions for these two types of courses
were very small, most of them not meeting even a 5 per cent test of
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Table 3. Distributions of Letter Grad~s Earned by Undergraduates in Courses
Numbered 100 and above, by Type of Class, in Percentages

Type of Class

Number of
Under

graduates

Percentage of Undergraduates
Earning Each Grade

ABC D F

Classes numbered 100
and above, enrolling
both graduate and
undergraduate students .... 10,916 15.7 31.8 39.6 9.6 3.2

Classes numbered 100
and above, enrolling
undergraduate students
only ................... . 4,961 19.1 33.0 34.6 9.6 3.6

significance. When the student groups were broken into subgroups for
comparison, the differences remained insignificant. In most instances
in which Significant differences existed on the individual class level,
graduate students seemed to receive higher grades, as would be ex
pected. These samples were so small, however, that the figures often
had little meaning.

Trends in Grade Di8tributions. The subcommittee was fortunate in
having access to grade distributions compiled by the Student Counsel
ing Bureau for nine introductory courses which had been offered con
tinuously by the College of Science, Literature, and the Arts from about
1930 up to the time of this study. Grade distributions for winter quarter
1948 were added, and the distributions for individual courses and for
the nine courses collectively were compared with those of other years.

The proportions of high and low grades assigned in the nine courses
as a whole remained fairly constant during the entire 18-year period,
with the proportion of A and B grades increasing from 27 to 31 per cent
and of D and F grades decreasing from 32 to 25 per cent. A similar
comparison of grades given in the individual courses showed greater
variability. Yet some courses showed considerable consistency in grade
distributions over this period of time. The same course consistently
assigned the smallest proportion of A and B grades. Similarly another
single course contributed half of the total number of D and F grades
assigned in these nine courses.

CONCLUSIONS

The findings suggest that staff members operate in accordance with
somewhat divergent philosophies in the matter of grading. Assignment
of grades seems to be largely an individual matter, more likely to be
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determined by the individual instructor than by any evident depart
mental policy, although such policies may have existed in some in
stances.

The evidence obtained in this study failed to support the contention
that undergraduates were unfairly handicapped by grading practices
in courses that also enrolled graduate students. While there may have
been occasional courses in which undergraduates suffered some such
injustice, there was no indication in the general distributions of grades
assigned that grading practices were unfair in this respect. As a rule, the
undergraduates earned just as many high grades when competing with
graduate students as they did in classes enrolling undergraduates only.

Because the subcommittee believed that grading policies ought to be
developed from within the departmental or college units rather than be
established by an outside agency, no specillc recommendations for
changes in grading procedures were presented. Instead, the subcom
mittee recommended that the following three methods of approach be
used by departments in reviewing their own grading practices:

1. Individual staff members should study the distributions of grades
in their own classes in relation to those of other instructors, both within
and outside their departments.

2. This report and the confidential course grade reports returned to
the individual colleges should serve as bases for departmental discussion
on the philosophy and mechanics of grading.2

3. Uniformity among instructors in the matter of grade assignment
should not be regarded as a necessarily desirable goal.

Differences in objectives of instruction and in abilities of students
among the several departments and colleges of the University warrant
signillcant deviations. Rigid adherence to the "normal curve" might
lead instructors to overlook these factors in their own classroom situa
tions. The subcommittee did recommend, however, that individual de
partments study the principles and practices of grading in order to
develop among instructors a common understanding of the bases for
grading within each department. Although certain departments were
undoubtedly already doing this, the committee recommended, on the
basis of the present findings, careful review of grading practices
throughout.

• A list of questions and issues pertinent to such conferences on grading practices
was prepared by the subcommittee and appears in the Minutes of the University
Senate, 1948-49, No.3 (May 1949), p. 61.



CHAPTER 5

Ten-Year Study of Curriculum Development

BY Ruth E. Eckert

A TEN-YEAR study of the University's educational program was insti
tuted in 1943 to aid various colleges and departments in their postwar
planning. Covering the decade 1931-41, this investigation was concerned
with curriculum growth and modification in six divisions: the General
College; the College of Science, Literature, and the Arts; the College
of Agriculture, Forestry, and Home Economics; the School of Business
Administration; the Institute of Technology; and the College of Educa
tion. Although the information was gathered and analyzed for individ
ual departments, the present summary is largely limited to findings for
colleges as a whole.

PURPOSES OF STUDY

Designed to extend and supplement information secured from a sur
vey of courses taught throughout the University in 1941-42,1 the present
study sought answers to the following questions:

1. How many different courses were offered from year to year in each
department and college studied? Were there any significant trends in
curriculum development in different fields?

2. What was the average yearly enrollment (expressed in terms of
both the number of separate courses for which students registered and
the total credits involved) in each department and college during these
prewar years? Did the size or character of the enrollment change
markedly during this period? How were student registrations distrib
uted as to academic level?

3. What was the average class size in the different departments and
colleges studied? Did it change much during these years? How did
courses at different academic levels compare in this respect?

1 T: R. McConnell and Ruth E. Eckert, "The University Curriculum Survey," in
University Committee on Educational Research, Studies in Higher Education,
1940-42 (Minneapolis: University of Minnesota Press, 1942), pp. 32-64.
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PROCEDURES USED

First the catalogues issued by these colleges were carefully checked
to obtain the numbers and titles of all courses listed, and to note any
shifts in their designation during the period studied. Dates for the
apparent addition or deletion of offerings were also recorded on the
master cards set up for all those listed during these years. Grade reports
in the Office of Admissions and Records were next consulted to find out
how many students had been enrolled each quarter a particular course
had been taught. Where there had been more than one section, separate
enrollment statistics were obtained for these.

The cards were carefully edited with a view to rechecking the regis
trar's records in instances where grade reports were missing, and to
clearing up problems relating to course titles, for it had been decided
not to consider as a new course what actually represented only a minor
shift in title from an older one. Since the present figures also take no
account of changes made within established courses to keep them up
to date, they yield a conservative picture of curriculum change at the
University. Following this editing, the data were tabulated to show the
number of quarter courses offered in various departments and colleges
during this period, their yearly enrollments, and their average class size.

PRINCIPAL FINDINGS

All the colleges studied had altered their programs considerably
during these years, adding and deleting many courses.

Changes in Course Offerings. For these six colleges as a whole, some
1300 courses had been added and 900 dropped, with the College of
Science, Literature, and the Arts contributing most to both categories.
In fact, the rate of addition was actually greater than these figures
suggest, since the additions reported in Table 4 cover only seven years
(including all courses not taught during the initial three years of this
decade).2 In contrast, the total for courses that were apparently dropped
comprehends the full ten-year-period.3 Had the present study been
extended back to the late 1920s, a baseline would have been established
to identify courses introduced during the first three years of the period.
The ratio of additions to deletions would then probably have been at
least two to one for this decade.

Yet there was a fair stability in offerings, as indicated by the number

• While the basic information was gathered on a yearly basis, most of the data
were summarized for longer periods - 1931-33, 1934-37, and 1938-40 - to allow
for courses taught only every second or third year.

S Deletions are not as well established as additions, for the former had to be
inferred from the fact that the course was not given again during these years. Some,
of course, may have been reinstated later.
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Table 4. Changes in Course Offerings over a Ten-Year Period (1931-41) in Six Undergraduate Colleges of the University

Courses Courses
Offered Listed but Courses

Through- Courses Appar- Added
out the Offered ently and

Ten-Year Irregu- Never Courses Added ' Dropped' Courses Dropped t

College Period' lady b Taught 1934-37 d 1938-40 1934-37 1931-33 1934-37 1938-40 Total"

General College ................. 35 0 3 36 20 15 6 27 7 149
Science, Literature, and the Arts .... 968 20 98 251 321 44 103 158 38 2001
Agriculture, Forestry, and

76 44 23 12Home Economics ............. 259 6 34 31 12 497
Business Administration .......... 108 0 11 30 29 5 9 26 1 217
Institute of Technology ........... 529 27 151 108 105 45 58 107 46 1176c.:>

<;0 Education ...................... 305 8 82 61 114 44 9 64 22 709
Total ........................ 2,204 61 421 530 612 165 219 413 126 4,749

• These are courses with some reported enrollment in each of the three periods (1931-33, 1934-37, and 1938-40) used in tabulating
data.

b These are courses with some reported enrollment in only the first and last three-year periods studied.
, In the original tabulations distinctions were made between courses which had been listed earlier but had not reported enrollment and

those which were quite evidently new courses.
d To avoid the confusion caused by overlapping years, only the fall quarter date is used to designate each academic year. Thus the

1934-37 period actually extends from September 1934 through June 1938. The same plan was used in designating the other two periods
studied.

• Courses that appeared only during the middle four years were placed here to avoid tabulating them in both the "added" and
"dropped" categories.

t In the original tabulations distinctions were made between courses which did not appear in catalogue listings after their last reported
enrollment and those which were listed later, though they evidently were not taught again.

" The total number added was 1307; the total number dropped was 923.

-~ l
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of courses taught throughout the decade. In the College of Science,
Literature, and the Arts, for example, some 968 courses were taught at
least once in each of the periods studied. For the six colleges as a whole,
roughly half of the courses offered were taught with some regularity
throughout the decade.

When the courses taught in the last year (1940-41) were compared
with those given in the first year (1931-32), the net gain in offerings
during this period amounted to 14 per cent. But this figure varied con
siderably from college to college, as Table 5 shows. The highest figure,
54 per cent for the General College, cannot properly be compared with
the others, since this college, first established in 1932, would be expected

Table 5. Comparisons of the Growth in Course Offerings and in Student
Enrollments in Six Colleges (1931-41)

Col. of Inst. Col.
Gen. Agr., For., Bus. of of

Measure Col. S.L.A. H.Ec. Adm. Tech. Educ.

Number of different
courses offered a

1931-32 ...... 54 932 285 125 588 322
1936-37 ...... 72 974 288 129 602 338
1940-41 ...... 83 1,097 299 143 620 397

Gain in the number of
quarter courses of-
fered during the
ten-year period
(1931-41) b ...... 53.7% 17.7% 4.9% 14.4% 5.4% 23.3%

Average yearly enroll-
ment (1938-41) c •• 13,044 59,382 13,517 16,053 31,963 12,272

Change in student en-
rollment during the
ten-year period
(1931-41) d ...... +40.0% +16.7% +109.6% +44.5% +33.3% -11.0%

Change in student
credit hours during
the ten-year
period' ......... +48.5% +17.0% +92.7% +36.0% +29.7% -4.8%

a Courses which continued through two or three quarters were counted in terms
of the number of quarters required to complete the sequence.

b The percentage figure reported here relates the 1940-41 figure to the corres
ponding one for 1931-32.

C This figure represents the mean number of quarterly registrations in courses
offered in a particular college during the three designated years. A given student
was counted as many times as he elected quarter courses within the college.

d The total number of course registrations during the last three years (1938-40)
is here related to the total for the first three years (1931-33) .

• The same procedure was used as is described in note d, except that the measure
used was total student credit hours.
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to develop many new courses during its early years. With the General
College omitted, the net gains ranged from only 5 per cent for Agricul
ture, Forestry, and Home Economics to 23 per cent for Education.

Student Enrollments. To gain some idea of enrollments in the years
just preceding World War II, the average number of registrations
during 1938-41 was computed (see Table 5). As might be expected, the
College of Science, Literature, and the Arts had the largest number of
registrations (59,382 per year), with the Institute of Technology ranking
second (31,963 per year). Each student, of course, was counted as many
times as he had enrolled in different courses within the college during a
given academic year. Those divisions which instruct many students from
other fields, as the liberal arts college does, would necessarily rank much
higher on this measure than those which serve their own students almost
exclusively.

The above enrollment figures were then compared with those for the
three earliest years (1931-33) of this decade. Both the number of course
registrations in a field and the total number of student credit hours
allotted for this work were used to estimate the instructional load. Ac
cording to these measures, the load increased significantly in all divisions
except Education, where the figures for the end of the decade were
slightly below those at the beginning. The College of Agriculture, For
estry, and Home Economics experienced the greatest increase, showing
registrations and credit hours at the close of the period 110 per cent and
93 per cent, respectively, above the earlier figures.

An analysis of enrollments by class level showed the expected large
concentration of students in junior college courses (courses carrying
numbers of 49 or less).4 For the six colleges as a whole, almost two thirds
(63 per cent) of the registrations were in courses at this level. The
College of Education's largest enrollment, however, was in senior college
courses (those numbered 50-99), which reflects the fact that many
prospective teachers take two years' foundational work in other colleges,
notably in S.L.A.

Class Size. There was little change in the size of college classes during
this decade. Typically including from 25 to 35 students, classes were not
nearly as large as they were to become in the immediate postwar years.
The General College was atypical in that average prewar classes in
cluded 120 students, and these showed no dramatic increase after the
war. Class size varied markedly from department to department within
the same college, however. In the College of Agriculture, Forestry, and
Home Economics, where the average class enrolled 24 students in the

• Tabular materials are omitted here and for the subsequent discussion of class
size, but they are on file in the Bureau of Institutional Research.
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1931-33 period, classes in one department averaged only two members
each, as contrasted with 157 for another department. Very large enroll
ments were usually found in departments providing mostly junior
college instruction.

Class size normally diminished at the higher academic levels. Thus in
the College of Science, Literature, and the Arts, where 53 students were
typically enrolled in classes numbered 1-49, the figure was reduced to
21 for classes numbered 50-99, to 14 for classes in the 100-199 cate
gories (those open to both seniors and graduates), and then dwindled
to only five students in classes numbered 200 or above (designed for ad
vanced graduate students). But this trend did not show up as clearly
in every college. In the School of Business Administration, for example,
successively higher classes enrolled an average of 34, 41, 37, and 12
students respectively.

IMPLICAnONS

This ten-year curriculum survey points up several important facts
concerning the development of the University's educational program:

1. The staffs of all six colleges studied had modified their programs
considerably, adding many new courses, dropping others, and teaching
some only every two or three years. This suggests a continuing effort to
keep offerings aligned to current needs.

2. There was a much greater readiness to add than to delete courses,
which poses serious problems for the future development of the program.
For the more diversified and specialized any program becomes, the less
opportunity do undergraduate students usually have to secure a broad
liberal education. Being able to take only a small fraction of the total
offerings, they are likely to omit whole areas of study in favor of quite
specialized courses in their major fields.

3. Course additions were not closely related to gains in student en
rollment. In fact, the college that doubled its enrollment during this
period added the fewest courses to its program, while the largest expan
sion occurred in a division with a practically stationary enrollment. Since
factors other than the sheer number of students served may explain this
situation, no definite conclusions can be drawn. But the findings show
that some divisions and departments have been notably more successful
than others in preventing any great expansion in curriculum offerings.
Perhaps the techniques they have employed might profitably be studied
by other faculty groups.

4. While class size did not change markedly during this ten-year
period, there seemed to be no general policies relative to the grouping of
students for instruction. Even at the junior college level, some depart
ments and divisions had very small classes, others unusually large ones.
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Although student demand and degree requirements influence the size
of enrollments in a particular field, the placement of these students in
class groups should also take account of other factors - principally the
class size best suited to course objectives. In view of this wide range in
class size, some critical experimentation on this point seems indicated.

This study has recently been extended to include a careful analysis
of how individual departmental staffs are dealing with these problems.
With these later studies showing almost three times as many course
additions as deletions in the postwar period, it is evident that each
departmental and college faculty must review critically its own curricu
lum policies. Some measure of all-University leadership and appraisal
may also be necessary to assure a reasonably balanced development of
the total program.
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CHAPTER 6

A Follow-up Study ofFormer Students in the
College ofScience, Literature, and the Arts

BY Robert J. Keller AND Russell M. Cooper

WHAT happens to students who begin their college programs in the
College of Science, Literature, and the Arts? How do these young men
and women evaluate their college experiences? What factors seem re
lated to their present status and accomplishments? To what extent have
their college experiences helped them in their present jobs, family life,
and community activities? These were the main questions to which the
present study sought answers.

This survey of former S.L.A. College students was jointly sponsored by
the College of Science, Literature, and the Arts and the Bureau of
Institutional Research. As one in a series of follow-up studies of college
students from all of Minnesota's colleges, it fits the general pattern of
research carried on by the Minnesota Commission on Higher Education.
A companion study, based on former students from private liberal arts
colleges, is summarized in the commission report, Higher Education in
M innesota.1

THE NATURE OF THE SAMPLE

The same four-page printed questionnaire which had been developed
for Minnesota liberal arts college studies was mailed during the summer
of 1948 to freshmen and sophomores who had been in residence during
1939-40 in the S.L.A. College of the University of Minnesota. All fresh
men and half of the sophomores were included in this original sample.
But home addresses obtained from the 1939-40 Student Address Book
proved to be quite inadequate; 649 of the 2925 requests for information

1 Robert J. Keller and C. Raymond Carlson, "Students of Minnesota Liberal Arts
Colleges," Higher Education in Minnesota, Report of the Commission on Higher
Education (Minneapolis: University of Minnesota Press, 1950), Chap. 10. Other
studies in this series include "What Happens to Junior College Students?" (Chap.
8 in the same report) and a similar study for General College, University of Minne
sota (summarized in Chapter 7 of this volume).

47
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were returned undelivered by postal authorities. Nothing was known
about these persons except that they had moved. The remaining 2276
former students, who were assumed to have been reached in at least
one of the three attempts made to contact them, constituted the basic
sample for this study. Completed questionnaires were returned by 1158,
or 50.9 per cent, of this group, and the present summary is based on the
information which they supplied.

Approximately the same proportions of former freshmen and sopho
mores and of men and women responded as were represented in the
1939-40 original sample. The greatest bias appeared in the proportion of
graduates among respondents, 63 per cent, which was considerably
higher than had been expected from earlier studies.2 As was the case
with those from Minnesota liberal arts colleges, former S.L.A. students
who were graduates were much more likely to complete these ques
tionnaires than nongraduates. This bias became important in interpreting
findings, for academic success itself could be expected to color attitudes
toward the institution.

CHARACTERISTICS AS STUDENTS 3

The present status of former students becomes more meaningful when
viewed in terms of the characteristics and activities of these young men
and women during their first two years of college life. This section sum
marizes information obtained on these points from the respondents.

Geographic and Family Background. These were predominantly local
residents, with the majority (59 per cent) living less than 15 miles from
the campus. Only 7 per cent lived at least 250 miles away. Nine tenths
lived in Minnesota and most of the remaining tenth came from bordering
states. With respect to community background, most students came from
cities: five eighths from St. Paul, Minneapolis, and Duluth; an eighth
from other cities and towns; and the rest (a sixth) from rural communi
ties with less than 2500 population.4

Parents were largely native citizens, almost two fifths having been
born in Minnesota and an equal number in the rest of the United States
and Canada. Somewhat more than a sixth of these parents had been
born in Europe. Families were of average size, two or more brothers and
sisters being reported by the majority of respondents.

• See Higher Education in Minnesota, pp. 350-55 and 360-63 for further details
on retention studies.

• Detailed tabular findings on this and succeeding topics are on file in the Bureau
of Institutional Research.

• In these respects this sampling of students appears to be fairly typical for
S.L.A. For more detailed information see Ruth E. Eckert, "Higher Educational
Opportunities in Minnesota," Report No.1 to the Statewide Committee on Minne
sota's Needs for Post-High School Education (mimeographed; Minneapolis: Bu
reau of Institutional Research, University of Minnesota, March 1946).
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The parents of these students were fairly well educated. One father
in four held at least one college degree, with many holding two or more
degrees. Almost three fifths of the fathers were high school graduates,
some with substantial college training. Mothers had somewhat less
schooling but they, too, ranked higher than typical Minnesota adults in
level of education attained.

Other evidences of socioeconomic status indicated that these students
belonged to relatively prosperous and secure families. More than two
fifths of the fathers at the time these students started college were
working at occupations which could be classified as professional or
semiprofessiona1.5 Slightly more than one third worked in clerical, retail,
skilled, or semiskilled trades. Only one in twenty was engaged in farm
ing, and but 1 per cent worked in slightly skilled jobs or as day laborers.
One father in ten was already deceased or retired; the remaining tenth
could not be classified in terms of the information provided. The propor
tion of mothers employed outside the home at the time of college
attendance was less than one in ten.

These findings were consistent with those reported for private liberal
arts college students.6 They indicate that students attending the College
of Science, Literature, and the Arts are typically urban Minnesota young
people who come from families of average size but somewhat above
average education and socioeconomic circumstance, representing mid
dle- or upper-class homes which are becoming accustomed to a college
going tradition.

Reasons for Attending the College of Science, Literature, and the Arts.
A variety of factors operated to bring these students to the University.
When asked to indicate from a list of reasons the "most important" ones,
graduates and nongraduates agreed that nearness to home, low tuition,
and high educational standards were important; but more graduates
than nongraduates identified these reasons as "most important." As
might be expected in a state university, economic and educational
reasons were more frequently indicated as "most important" than were
social and religious reasons. Sex differences were relatively unimportant,
with only three significant differences emerging. Women seemed more
likely than men to select the University because of its job training, its
nearness to home, and the influence of parents.

These results again harmonize reasonably well with the earlier junior
college and private liberal arts college findings. The economic reasons
which dominated junior college students were also important motivators
of S.L.A. College attendance. The present respondents also emphasized

5 The Minnesota Occupational Scale, 1948 Revision, was used to classify posi
tions throughout this study.

• Keller and Carlson, op. cit., pp. 213-14.
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the same educational and social reasons for attendance as those stressed
by former students from private liberal arts colleges, except that the
latter stressed two additional points - the small size of their college and
its religious influence.7

Reasons for Leaving the SL.A. College. Graduation from the S.L.A.
College concluded undergraduate programs for 357 of the 1158 re
spondents; another 373 students transferred from the S.L.A. College
after preprofessional education to complete their college work in other
schools or colleges. The remaining 428 students, who did not graduate
from any college, left for a variety of reasons, many of which were
beyond student control and planning.

As students' reasons for leaving the S.L.A. College were probed,
interest centered on two identifiable groups of students: (1) those who
transferred and completed their college work in some other school or
college, including other colleges of the University; and (2) those who
never obtained a college degree. Different reasons were cited by these
two groups. The major reasons for leaving the S.L.A. College given by
students who received a bachelor's degree elsewhere included transfer
to another school or college (which ranked highest), military service,
inappropriate courses, and changed vocational plans. In contrast, the
predominant reasons given by those who never earned college degrees
were financial difficulties, personal reasons, military service, attractive
ness of a job, low grades, and inappropriate courses. It was interesting
to note that some students who had scholastic difficulties in the S.L.A.
College (9 per cent) seemed to overcome this handicap elsewhere. But
single reasons, isolated in this manner, must be interpreted with caution
since students usually leave college because of a complex of reasons or
difficulties.8

Nature of S.L.A. College Programs. The educational functions per
formed by the College of Science, Literature, and the Arts can be
illustrated by groups of former students. Among S.L.A. graduates a ratio
of two to one claimed to have followed a pre-liberal arts rather than pre
professional program during their junior college years in the S.L.A.
College. This ratio was reduced to one in three for former students who
transferred to and graduated from other colleges. Nongraduates were
apparently almost equally divided between pre-liberal arts and pre
professional programs.

When the preprofessional fields pursued in the S.L.A. College were
analyzed, a few dominant fields emerged. Thus, one in four of these
former students took pre-business; one in eight, pre-education; one in
eight, journalism; and one in twelve, pre-medicine. Other fields such as

7 Higher Education in Minnesota, Chaps. 8 and 10.
S See the study of University dropouts, Chapter 3.
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law, dentistry, and engineering were each followed by fewer than 5 per
cent of the respondents. As might be expected, men tended to choose
pre-medicine, pre-law, pre-dentistry, mathematics, and physical sci
ences, while the women chose pre-nursing, pre-medical technology and,
among the liberal arts majors, social sciences, fine arts, and home eco
nomics. Except that more nongraduates followed pre-business or general
courses, no significant differences appeared between graduates and
nongraduates.

How long did these students remain in the S.L.A. College? Though
their studies had frequently been interrupted by military service, and
other interfering factors, three tenths of the respondents had earned
bachelor's degrees in S.L.A. by 1948 (nine years after initial enrollment).
One fourth of the other students had stayed in the S.L.A. College less
than two years, better than half (55 per cent) completed two years but
less than three, and the rest, a fifth, finished three or more years of an
S.L.A. College program. Students who did not complete the bachelor's
degree by 1948 had typically dropped out of the College of Science,
Literature, and the Arts during their first two years; students who gradu
ated from some other college tended to transfer at the end of their
second year.

Extracurricular Participation. In addition to their studies, most stu
dents in S.L.A. participated in one or more extracurricular activities,
usually in two or three. Graduates more often than nongraduates par
ticipated in the extracurricular program. In order of frequency, men
reported belonging to fraternal, athletic, social, religious, musical, and
political organizations (the range being from 37 to 10 per cent). Women
belonged to social, religious, athletic, musical, student government, and
journalistic organizations (the range being from 49 to 10 per cent).

The social, physical, and esthetic experiences afforded by these extra
curricular participations were not shared by all students. Almost a fourth
of the men and a sixth of the women failed to participate in any activity.
In like manner, seven students in ten held no extracurricular office. Those
who held such positions generally carried several such responsibilities.
No tendency was noted for either sex to monopolize these positions of
leadership in extracurricular affairs, but graduates more often than
nongraduates reported extracurricular offices held during their stay in
the S.L.A. College.

Vocational Plans. How well settled vocational plans become during
student days can be inferred from a comparison of student vocational
choices at the beginning and end of S.L.A. College experiences. Al
though these findings are colored hy inaccuracies of memory and
incomplete reports, they furnish clues in this important area of college
life.
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Approximately two thirds of these former S.L.A. College students
indicated vocational plans at the beginning and end of their college
careers in sufficient detail to permit classification on the Minnesota Oc
cupational Scale. For these respondents some differences were noted
between sex groups, and between graduates and nongraduates.

Graduates who had entered the College of Science, Literature, and
the Arts without specific vocational plans (19 per cent) tended to de
velop such plans during their college days. On the other hand, non
graduates in a similarly uncertain state at college entrance (17 per cent)
tended to leave without having reached any more definite vocational
decisions. Graduates tended to select vocations classified in the highest
three levels on the Minnesota Occupational Scale - essentially the same
kinds of positions to which they had aspired as college freshmen. On
the other hand, nongraduates tended to grade down their vocational
choices - i.e., to select later a less elevated vocational goal.

The percentage of women planning a future in marriage and home
making activities increased significantly during college years. Fewer
women than men sought profeSSional and semiprofessional positions;
more women preferred major clerical positions and retail trades.

CHARACTERISTICS AS ADULTS

An important purpose of this follow-up study was to trace the post
college and adult activities of former students. The present section
summarizes the status of these former students nine years after they had
entered the University (in 1948-49) and, to a lesser extent, reviews their
activities and accomplishments during the intervening years.

General Status. What were these young people doing in 1948-49? One
answer is found in their general status nine years after they had entered
the College of Science, Literature, and the Arts, as shown in Table 6.

Most of these young adults, particularly the men, were employed. A
majority of the women were married; almost one man in eight was still
in college. These differences between men and women, in the proportions
employed, married, and attending college, held for both graduate and
nongraduate groups.9 When compared with former male students in
Minnesota's private liberal arts colleges, more S.L.A. men were employed
and slightly fewer were in college in 1948-49.10

Educational Status. That these students were more successful educa
tionally than S.L.A. students in general has been emphasized, as a major
sampling bias, through the exceptionally large proportion of graduates.

• Though 54 per cent of all respondents were men, the percentages of men in
the subgroups were as follows: 49 per cent of S.L.A. graduates, 59 per cent of
graduates of other colleges, and 53 per cent of nongraduates.

10 Keller and Carlson, op. cit., p. 220.
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Table 6. General Status (1948-49) of Fomler S.L.A. Students
Classified by Sex and Graduate Status'

General
Status

Sex
Men Women

N = 622 N = 536

S.L.A.
Graduates
N = 357

Degree Status h

Other
Graduates
N = 373

Non
graduates
N =428

Employed 86.2%.... 37.7% 61.6% 73.5% 58.2%
Student 11.9 2.2 9.8 4.3 8.2
Housewife C •••••• 57.5 .... 26.6 .. 20.9 .... 31.5
Unemployed .......8 .9 .8 .8 .9
No information ....8 .7 1.1 .5 1.2

• Th~ significance of differences between percentages (men vs. women, and non
graduates vs. S.L.A. graduates or other graduates) is indicated by double asterisks
(....) for the 1 per cent level and a single asterisk (..) for the 5 per cent level.

b Graduates on this and subsequent tables have been subdivided into two groupsl:
(1) those who earned a degree in the S.L.A. College, and (2) those whose bachelor's
degrees were awarded by some other college, often within the University of Minne
sota.

C The housewife category includes only those women who were not employed
outside the home; if working outside, they have been classified as employed.

Government subsidies for veteran education undoubtedly helped to in
flate the normal proportion of college graduates during this period.
Though the findings of this study consequently cannot be used to esti
mate the proportion of S.L.A. College students who may ordinarily be ex
pected to graduate, they help to identify educational attainments under
fairly optimal conditions.

After nine years, five eighths of these respondents had graduated with
a bachelor's degree or higher, no difference being observed in this respect
between men and women. Almost as many graduated from S.L.A. as
secured a four-year degree from other colleges, including those within
the University of Minnesota. Among those who had earned a bachelor's
degree by 1948-49, one third, including more men than women, had
started graduate work. More than a fifth of the men and a twentieth
of the women had earned a master's degree or higher during this period.ll

One tenth of the men and 1 per cent of the women had earned an M.D.
or Ph.D. degree.

Student transfers from the S.L.A. College were usually made to other
colleges within the University (59 per cent). Private colleges or other
professional schools within Minnesota attracted but 5 per cent of these
students, while 13 per cent transferred to Minnesota business and pro
prietary schools. Thus Minnesota educational institutions received al
most four fifths of the S.L.A. transfers in this sample. The remaining

11 Including D.D.S., L.L.B., B.Th., and B.D. degrees.
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fifth were attracted to out-of-state colleges and universities, divided
almost equally between public and private institutions.

Employment Status. In keeping with their educational accomplish
ments these former S.L.A. students had by 194~9succeeded in gaining
fairly responsible positions. As shown in Table 7, more than nine tenths
of the employed young men and women held jobs classified on the

Table 7. Job Status of Former S.L.A. College Students Who Were Employed in
1948-49, by Sex and Graduate Status'

Degree Status
Sex S.L.A. Other Non-

Men Women Grad. Grad. Grad.
Level of Occupation b N=538 N=207 N=222 N=222 N=249

Professional ........ 28.8%"" 14.5% 29.3%00 41.2%00 2.8%
Semiprofessional and

42.9 00 40.2managerial ....... 28.5 42.3 35.0
Clerical, skilled trades,

and retail business . 17.5 51.2 00 23.4 00 20.4 00 36.9
Farmers ........... 0.7 0.0 0.0 0.7 0.8
Semiskilled and minor

clerical 9.1 3.4 3.2 00 1.8 00 17.7..........
Slightly skilled and

unskilled laborers .. 1.0 0.0 0.8 0.8 0.4
Employed but not other-

wise classifiable ... 0.0 2.4 0.9 0.0 1.2

• See Table 6 for classification of groups and method of making comparisons.
The significance of differences between percentages (men vs. women, and nongrad
uates vs. S.L.A. graduates) is indicated by double asterisks (00) for the 1 per cent
level and a single asterisk (0) for the 5 per cent level.

b The Minnesota Occupational Scale, 1948 Revision, was used to establish the
level of occupation.

highest three levels of the Minnesota Occupational Scale. Men pre
dominantly held professional and semiprofessional positions (72 per
cent), while employed women were mainly engaged in major clerical
or retail business fields (51 per cent). Proportionately, graduates out
numbered nongraduates twelve to one in professional positions, but were
on a par with them in semiprofessional or managerial jobs (approx
imately two fifths of each group). Nongraduates predominated at lower
occupational levels, although the numbers employed as slightly skilled
and unskilled laborers were too few to permit meaningful comparisons.

Former students were also asked to indicate earned income for 1947,
a year which proved to be too early for valid comparisons of earnings.
The typical gainfully employed S.L.A. man in 1947 earned $3482 (the
private arts college man $3266) and the typical employed woman, $2430



I
I

I
~ Former S.L.A. College Students 55

(the private arts college woman, $2394). Nearly one fifth of the em
ployed men earned $5000 or more in 1947, a significantly greater pro
portion of nongraduates reporting this higher income, undoubtedly
because of their longer work experience and the pay scales of the kinds
of jobs they held. These findings should be interpreted with caution since
they more nearly represent "beginning salaries" for many respondents,
particularly the men who had been removed from the employment
market by four years of college and by additional years of military
service. In spite of such difficulties, these average incomes compared
very favorably with the $2480 average income reported for Minnesota
nonagricultural and salary workers in 1947.12

In general the respondents had found employment in fields chosen by
them during or prior to their college experiences. Almost half (48 per
cent) had found jobs in the field of their precollege vocational choice;
another fourth (25 per cent) had followed the vocational plans made in
the S.L.A. College. Substantial proportions of both sex groups, but
chiefly women, had by 1948-49 left jobs in these chosen fields in favor
of other lines of work (or marriage). Five per cent provided no informa
tion about vocational plans, but the remaining fifth (22 per cent) claimed
never to have worked in the field of their college preparation or choice.
This latter condition characterized three times as many nongraduates as
graduates and was also somewhat more true of women than of men.

These former students appeared reasonably well satisfied with their
jobs. Nearly half were "thoroughly satisfied," and an additional two fifths
were "satisfied but would consider a change." Two thirds of these young
men and women worked for someone else, and almost as many super
vised at least one person as part of their responsibilities. Nearly one fifth
supervised ten or more persons, a fact that suggested leadership responsi
bilities in employment similar to their previously noted accomplishments
in education.

Family Characteristics. That young adulthood brings independence
from the parental home and changes in family pattern is well illustrated
in the present study. More than three fourths of the respondents had
married during this nine-year interval. Into the majority of these newly
established homes had come one or two children. Relatively few reported
three or four children, and less than a third were childless. Only twelve
women and six men had been divorced during this period, an added
four were separated, and five women were widowed, the latter probably
a reflection of wartime casualties. No differences were noted between
men and women in marital status or size of family.

""Eleventh Annual Report to the Governor on Administration of the Minnesota
Employment and Security Laws," Division of Employment and Security, Victor
Christgau, director. (Adapted from Tables 6 and 12.)
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Husbands of former women students tended to hold positions similar
in level to those held by the former men students. Married women
respondents and wives of former men students seldom worked outside
the home; those who did usually held clerical or retail sales positions,
many on a part-time basis.

Military Service. The war years placed heavy responsibilities upon
these young people and frequently disrupted their plans and patterns
of living. Nine tenths of the young men donned uniforms, typically for
39 months - more than a third of the years intervening between their
enrollment and the date of the study. A ninth of the women also entered
military service, typically for 22 months. That the training and ability of
these young people was recognized by the armed forces is shown by
their promotion records; for the typical serviceman among these former
students advanced many ranks before separation or discharge. Three
quarters of the men entered at the lowest enlisted grade; more than
three fifths of them were officers at the time of separation.

Migration of Former Students, 1939-40 to 1948-49. New jobs, mar
riage, and military service caused much moving about the country. By
1948-49, many of these young people had settled, temporarily at least,
in locations quite different from their parental homes. The majority had
left their home communities and more than half of those who moved had
left the state. (It should be noted that these figures do not include the
fifth whose inquiries were originally returned because their present
locations were unknown.) Stated in terms of the total number of re
spondents (1158), nine tenths of whom lived in Minnesota in 1939-40,
this means that a third had left the state, which constitutes a net loss
of at least one young person in four. As was the case with former students
of Minnesota private colleges, more graduates than nongraduates and
more women than men had left the state.I3 Within the state, these
college-trained young people have largely migrated from rural to urban
communities. Both rural and urban communities shared in the out-of
state migration, though St. Paul, Minneapolis, and Duluth suffered most
of this loss. Among young men and women who originally came to
Minnesota to attend college, however, the great majority have remained
in the state.

These findings indicate serious losses both to rural and urban areas of
the state. Too many able and well-educated young people have left
Minnesota to seek employment, establish homes, and assume the duties
of citizenship. Once more, this study shows that Minnesota is an exporter
of trained manpower, the potential loss of which, though difficult to
estimate, must be very great.

,. Keller and Carlson, op. cit., p. 226.



Former S.L.A. College Students 57

Socia-Civic Activities. Just how fully do these former students enter
into community affairs? When judged on the basis of reported participa
tion during the two-year period preceding the study the conclusion must
be drawn that the respondents have not fulfilled the expectations of
many of their teachers and of the communities in which they live.

The typical former S.L.A. student reported participation in 7 of the
16 activities listed on the inquiry form. This participation, however,
tended to be more passive than active. Although four fifths of these
former students "voted," less than one respondent in ten "actively cam
paigned for one or more candidates for public office" or "contributed to
party funds," and less than 1 per cent "campaigned for election to public
office." Although nine tenths contributed to some charitable agency,
only a fourth of these solicited funds for the agencies. And while two
fifths claimed to attend church services regularly, only half as many led
or advised a young people's group, held office in a nonpolitical com
munity organization, or served on a major committee in such an
organization.

Yet these young people seemed well informed about current affairs:
nine tenths of them regularly read the daily paper, more than half regu
larly listened to radio discussion programs, nine tenths claimed to discuss
social, political, or economic questions with friends in their homes, and
more than half joined in similar discussions with associates on the job.
Almost a fourth have retained membership in military reserves.14 From
these results it would be impOSSible to say that graduates partiCipated
any more actively than nongraduates in socio-civic affairs. Differences
between the sexes were likewise nominal.

STUDENT EVALUATION

How well does the College of Science, Literature, and the Arts meet
the needs and expectations of its students? The young people in this
study were asked to evaluate their college experiences in the light of
their further education, work, and experiences in everyday life. To
offset the inaccuracies of memory and emotional bias that success may
bring, separate analyses of graduates' and nongraduates' responses were
made.

General Reactions to College. When asked how useful and valuable
they now considered their total college education, half of the respond
ents gave full endorsement by checking the description "very useful and
valuable." Another third indicated only a little less satisfaction by check
ing "useful and valuable." One eighth admitted that college education

"Actually 42 per cent of the men, or nearly haH of those who saw military
service, have retained reserve status.
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was "perhaps of some value"; only twelve respondents described their
college experiences as "of no particular use or value"; and but four
respondents viewed them as a "distinct waste of time and money."

When asked to compare the value they now placed on their college
education with that placed upon it at entrance to college, nearly half of
the respondents indicated it had increased in value. A third felt it had
the same value, and a sixth now considered it of less value than they had
nine years earlier.

Men and women gave essentially the same evaluations but there was
decided variation between graduates and nongraduates. As would be
expected, the most unfavorable judgments came largely from nongradu
ates. These young people, who had secured only the fragments of a
liberal education, were frankly critical of the use and value of a college
education and were more willing than the graduates to say that college
experience had not measured up to their expectations as college fresh
men.

Present Choice of College and Curriculum. '1f you were just now
completing high school and knew your own strengths and weaknesses
as you now know them, what would you do?" In response to this ques
tion, seven tenths of the former S.L.A. College students would once again
enter the College of Science, Literature, and the Arts, the majority
taking the program which they had originally followed. Graduates were
more likely than nongraduates to make this choice, although a majority
of the latter group also endorsed their original college. A few students
did not answer this question. The rest would prefer to enter a junior
college (9 per cent), a different liberal arts college (7 per cent), a dif
ferent large university (3 per cent), or expressed other plans (5 per
cent), including attendance at schools of noncollegiate grade. Only five
of the 1158 respondents would not seek a college education, preferring
to go to work immediately after high school graduation. The pattern
of responses for men and women was markedly similar.

No one course of study or program seemed to have more permanent
appeal than others. Current choices were largely the same as those made
during college, except that somewhat lower percentages would enter
pre-business and the several pre-medical programs; and higher per
centages would enter the social sciences, fine arts, and home economics.

Listings of most valuable and least valuable courses taken during
freshman and sophomore years offered few clues that would prove help
ful in curriculum revisions. Foreign languages and social sciences were
most often classified in the least valuable category. In order of rank,
men tended to favor speech, business, mathema~s, and physical
sciences; while women favored English, psychology, and the natural
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and physical sciences. Differences on this point between graduates and
nongraduates were small.

Evaluation of Extracurricular Program. How do these young people
now estimate the value of their out-of-class activities? Changes in the
adjudged value of certain activities were identified by comparing the
proportion of respondents active in a given field with the proportion now
placing positive value upon it. A decrease of 50 per cent or more in
judged value of fraternities and sororities, social, and athletic activities
appeared among both men and women. Gains in judged value were noted
in forensic, artistic, and musical activities, hobby groups, and student
government. Some of the most popular college activities thus appear to
decrease in considered value in post-college years while certain less
popular ones tend to gain in their appeal.

In spite of these shifts in the value attached to specific extracurricular
activities, these former S.L.A. College students were convinced that
time spent in extracurricular activities was worthwhile. Only one re
spondent in seven described his participation as having been "of little or
no use" and one in forty as "time and effort wasted." The remaining five
sixths considered time devoted to out-of-class activities as "well spent
and useful" (49 per cent) or"of considerable use and value" (35 per
cent). No important differences were observed in this evaluation be
tween men and women, or between graduates and nongraduates.

Student Evaluation of College Objectives. College experiences could
also be appraised in terms of the objectives or purposes which a college
education is expected to serve. In the present study this was accom
plished by asking students to evaluate college training and experience
according to eighteen frequently accepted objectives. Three ratings
were provided: "highly satisfactory (well pleased) ," "about average
(moderately satisfied)," and "unsatisfactory (disappointed)." Strengths
appeared in "ability to undertake and proceed with new tasks," "ability
to meet people easily," "desire to read and appreciate good literature,"
"preparation for further education," "vocational training," "broad under
standing of social and economic problems," "esthetic appreciation," and
"a wholesome appreciation of work" - all of which were rated "highly
satisfactory" by more than a third of the respondents. On the other hand,
less than a fourth of these former students claimed to be "well pleased"
with "training for civic participation," "preparation for home and family
living," "preparation for supervising others," "information and advice
on further education," and "vocational guidance."

As shown in Table 8, significant variations appeared between the two
sexes and between graduates and nongraduates. Women more often than
men claimed that they were "highly pleased" with most aspects of college



Table 8. Satisfaction of Former Students with Selected Aspects of Their S.L.A.
College Experiences, by Sex and Graduate Status

"The significance of differences between percentages (men vs. women, and
nongraduates vs. S.L.A. graduates or other graduates) is indicated by double
asterisks (00) for the 1 per cent level and single asterisks (0) for the 5 per cent
level.

training. In like manner, graduates more often than nongraduates indi
cated this high degree of satisfaction. But, in the areas listed above in
which S.L.A. students as a whole expressed little enthusiasm, there were
no real differences between graduates and nongraduates.
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Areas of Training

Preparation for
Further education 44.6 46.6 53.800

Home and family living 17.9 27.200 20.0
Active participation in
civic life 19.8 25.90 27.1
Speaking and writing
effectively 30.6 31.3 37.0
Supervising or directing
others 16.4 25.300 25.20

Development of
Effective health habits 29.2 37.1 00 27.20

High ideals and suit-
able moral code 25.7 31.50 28.1
Ability to undertake and
proceed with new tasks 48.1 52.8 54.800

Ability to meet people
easily 43.4 57.800 49.1
A desire to read and
appreciate good
literature 36.6 56.000 53.4
A sound philosophy of
life 25.9 30.0 28.3
A wholesome apprecia-
tion of work 29.0 40.900 39.200

A broad understanding
of social and economic
problems 41.300 32.8 45.700

Esthetic appreciation for
good music and art ... 26.7 48.600 40.5

Information and Advice on
Further education 19.5 18.7 19.4
Job selection 17.2 16.3 19.20

Training for
My present vocation .. 40.3 37.4 42.800

Effective use of leisure
time 17.7 32.300 30.50
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Separation of those who graduated from the S.L.A. College and those
who received degrees from other colleges suggested that students who
sought principally preprofessional training in the S.L.A. College tended
to neglect certain aspects of general education. These students were
more likely to note inadequate "preparation for speaking and writing
effectively," less "desire to read and appreciate good literature," less ade
quate "preparation for active participation in civic life," lack of "broad
understanding of social and economic problems," and less satisfactory
"training for effective use of leisure time." These young people appar
ently had emphasized, during their college days, those cOurses which
would prepare them for specialization rather than those which would
provide them with a good general education. It is not surprising, there
fore, that these former students rank "educational and vocational guid
ance" as least frequently realized among all eighteen objectives listed.

SUMMARY AND IMPLICATIONS

The present study has sought to appraise the effectiveness of the
College of Science, Literature, and the Arts through the reactions of 1158
former students (approximately half of the freshmen and sophomores of
1939-40) who were reached through a questionnaire inquiry nine years
later.

By 1948-49 these young men and women had reached reasonably high
levels of educational attainment, had begun to establish themselves in
the world of work, and had assumed the other responsibilities of young
adulthood. Having come to the University from reasonably comfortable
middle-class homes, they had founded similar homes of their own. Most
of the women had at one time held jobs but had abandoned these in favor
of homes and families. For practically all the young men and a sub
stantial number of young women, military service had been a heavy
obligation, accounting for approximately a third of the intervening nine
years. Service records showed rapid promotion and frequent attainment
of officer status. Education, work, military service, and marriage had
taken many of these young people far from their original homes. By
1948-49 they had settled in all parts of the country, and seemed to be
accepting their civic responsibilities rather casually. This does not apply,
however, to the minority who had accepted leadership responsibilities
in community affairs.

Their reactions to their educational experiences were extremely favor
able to the College of Science, Literature, and the Arts. They felt that
these experiences had been very useful and valuable from the point of
view of their further education, work, and daily liVing. If college experi
ences were to be repeated, the great majority of these young men and
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women would return to the S.L.A. College, most of them taking the same
programs again. Extracurricular activities were viewed with favor. In
general, college life after nine years was looked upon with at least the
same favor as at the time of entrance.

Such highly complimentary findings were numerous in the study.
More important to the College of Science, Literature, and the Arts,
however, were some of the areas in which these young people were more
critical. To what improvements in college services and programs do these
point?

First, the rather unsatisfactory adjustment of nongraduates has serious
implications and needs to be scrutinized with care. The fragments of
liberal arts programs completed by nongraduates apparently failed to
yield the advantages cited for the S.L.A. College by graduates, and edu
cational experiences are viewed much less· favorably by the nongradu
ates. For many of these young men and women, this raises the question
of what more appropriate educational experiences might have been
substituted for S.L.A. College courses and activities. Educational guid
ance and program planning for potential dropouts from college thus
becomes a problem meriting careful study.

In like fashion adequate guidance of these former S.L.A. College stu
dents with respect to vocational problems was often not provided during
college days. Too many of these young people saw no connection be
tween their college experiences and their later employment or home
making activities. After nine years, the majority reported that they were
working in the fields of their vocational choice, which represented
decisions made before or during their stay in the S.L.A. College. But one
fifth claimed they never had worked in the field of their college prepara
tion or vocational choice. Only one graduate in six reported that he was
"highly satisfied" with the information and advice afforded him in mak
ing his vocational choice. Though twice as large a proportion (almost
two fifths) were "highly satisfied" with the "training received for present
positions" - with a larger proportion of graduates than of nongraduates
reflecting satisfaction - these findings still indicate that vocational guid
ance and training activities cannot be neglected in planning liberal arts
programs.

Some inferences can be made on the basis of these findings. The Col
lege of Science, Literature, and the Arts was apparently the institution
most readily available to high school graduates in the Twin Cities or
commuting area. The proportion of students drawn from this geographic
area far exceeded the figure expected from the distribution of college-age
students throughout the state. In addition, economic considerations
attracted many high school graduates to the S.L.A. College, and also
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constituted a primary reason for leaving college. The need for extending
college opportunities to scholastically able college-age students regard
less of location or economic circumstance assumes major importance in
this as in other studies of University student problems.

Certain college functions could be performed more effectively than
they are in the Arts College. What these functions are can be inferred
from the relatively low numbers of former students expressing satisfac
tion with some phases of the program. Thus less than one fourth of these
former students claimed to be "well satisfied" with the preparation re
ceived for supervising others, for home and family living, for participa
tion in civic life, and for effective use of leisure time. Only a few more
were "well satisfied" with their development of a sound philosophy of
life, high ideals, and of a suitable moral code. These findings provide
clues to areas which might be strengthened through new programs and
services, some of which have already been instituted in this college.

The College of Science, Literature, and the Arts contributes much to
higher education in Minnesota. One of its strengths has been the willing
ness of its staff to study its problems and to make needed revisions in
programs and services. Repeated appraisals of this kind should enable
the administration and teaching staff of the S.L.A. College to increase
still further its usefulness to the young people of the state.



CHAPTER 7

Postwar Research in the General College

BY Henry Borow AND H. T. Morse

AS AN experiment in higher education, the General College was de
signed to serve two purposes: (1) to determine whether it might be
educationally feasible, and more economical, to gather into a separate
college those young men and women who might not be expected to com
plete a four-year college program; (2) to provide for these young people
a new type of curriculum which would emphasize broad fields of knowl
edge in a program which departed from the more intensive and tradi
tional departmental approach. Because it is an experiment, the General
College has constantly been aware of the need to appraise and reappraise
the effectiveness of its program; for example, a compilation of reports
and studies undertaken up to 1947-48, some unpublished but all per
taining to the General College, yielded a bibliography of 182 items.1

Compilation of this bibliography was one of the first of eight separate
projects planned by a specially constituted Steering Committee on
Evaluation Studies, appointed in 1947 to review the need for postwar
appraisal of the college.2 These pilot studies were supported by a special
grant of $2000 made available by President J. L. Morrill during 1947-48,
by the assistance of personnel and funds of the Bureau of Institutional
Research in the 1947-50 period, and by the active participation of many
staff members of General College.

POSTWAR STUDIES

Succeeding sections of this report summarize the remaining seven
studies planned by the steering committee and conducted by various

1 Compiled by Robert Callis, Kenneth Nelson, and William Dreffin. Copies of
this bibliography in mimeographed form are available upon request from the dean
of General College.

• Members of this steering committee were Henry Borow, Ruth E. Eckert, Robert
J. Keller, Cornelia T. Williams, and C. Gilbert Wrenn. Dean H. T. Morse served as
chairman of the committee.
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individuals in the postwar period.3 In general, these studies summarize
General College trends in curricular development, examination pro
cedures, and characteristics of students. Major emphasis has been placed
on the decade 1940-50 for several reasons: (1) A comprehensive two
year evaluation study was completed in the spring of 1940; (2) the Uni
versity of Minnesota assumed full financial support of the college after
1940; and (3) a new administrative team assumed direction of the
college at that time.

Curriculum Trends.4 During the first nineteen years of its existence a
number of modifications were made in the General College curriculum
- changes which were, however, consistent with the underlying philos
ophy of its founding. Since the program represented a new venture in
education at the college level,5 the Committee on Evaluation Studies
felt that a systematic review should be made of the number and kind of
changes which had been effected in the curriculum. This was the chief
purpose of the curriculum trends study.

Three approaches were made to this analysis: (1) to extract in chron
ological order the statements of major educational objectives appearing
in General College bulletins and other pertinent sources; (2) to trace
the development of vocational courses in the college since the most
significant departure from earlier practice occurring in this area; and
(3) to tabulate the number of courses dropped from and added to the
curriculum during each of the two recognized major phases in the
history of the college - the period before and the period after 1940.

What, then, were the curriculum trends indicated for the General
College during the decade 1940-50 on the basis of these analyses?

First of all, the basic program of terminal general education had
received main emphasis by the faculty. Although some additional
courses were added after World War II, these were usually up-to-date
replacements of courses dropped during the war period.

Second, the strongest trend has probably been that of adding voca
tional courses to the curriculum. While a course in vocational orienta
tion had been offered by the General College from the outset, no specific
vocational training was Originally given. But after 1940, both admin
istration and faculty favored inclusion of semiprofessional and technical
courses. This vocational trend continued, eventually developing se
quences in child care, pre-nursing and related arts, pre-embalming,

S Data and typewritten reports on each of these studies are on file in the office
of the dean of the General College.

• Major responsibility for this study was carried by Dean H. T. Morse.
• Described in several publications. See in particular, Ivol Spafford and others,

Building a Curriculum for General Education (Minneapolis: University of Minne
sota Press, 1943).
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health services, commercial art, general clerical, and sales and business
contact. "Retailing and selling," the first actual vocational course, was
offered at the close of the war in 1945--46. Training of air hostesses,
library technicians, and various types of business employees was insti
tuted later.

Third, vocational sequences in the present curriculum involve a larger
percentage of general background courses than of those emphasizing
specific vocational skills. This is contrary to the relationship between
the two kinds of courses found in California junior college vocational
programs or in the technical institutes of New York State. At Minnesota
general courses still outnumber vocational courses in these sequences
by six to one.

Fourth, the net gain in courses within the General College has not
been great. It has been well said that college curriculums have grown
by accretion, and that their powers of proliferation have far exceeded
their powers of elimination. But while there was naturally a large
amount of flux and change in the early years, the General College pro
gram has not expanded unduly. Much of the soundness of the original
planning is reflected in the comparatively small number of courses
dropped and added through the years. Since the inception of General
College, 33 courses have been dropped, 25 of which were offered only
between 1932 and 1940. At the same time, the total number of courses
added was 49, which includes 23 in the pre-1940 period. The net change
has consequently been 16 courses added, 10 of which were courses of
the vocational type, added after 1940 - a fairly small increase for a
nineteen-year period.

Fifth, freedom to make its courses radically different from those of
other colleges, even when this seems desirable, is somewhat hampered
in the General College by problems of student transfer. One student in
five transfers to a four-year college within the University. An even larger
proportion have this ambition, especially at first. While the possibility
of transfer acts to improve student morale, it also compels the General
College to serve two masters. The college must provide both preprofes
sional services, as in the junior division of the S.L.A. College, and
terminal courses in general education. A frank compromise between
these two varying demands is the General College's only solution and, at
the same time, its most perplexing curriculum problem.

The availability of courses in other colleges of the University has
also been extremely beneficial to General College students, who under
certain conditions are privileged to enroll in lower division courses in
other units. This arrangement, while enhancing the enrichment possi
bilities for student programs, is also economical since the college is
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freed from providing any courses in some areas, such as foreign lan
guages. General College is consequently able to concentrate on provid
ing courses which are specifically designed for the majority of its
students - those who will not remain in college beyond the sophomore
year.

Appraisal of a Vocational Course in General College.6 A second study
planned by the college's evaluation committee was concerned with the
appraisal of the first strictly vocational course offered in General Col
lege, "retailing and selling." After some experimentation with individual
vocational sequence courses, emphasis was given to this subject because
a detailed survey had shown many former General College students
employed in this field.7 In addition, both claimed and measured interests
of entering students had frequently been pointed toward selling and
related business contact activities.

Presented for the first time in 1945-46, retailing and selling was
offered as a three-quarter sequence available yearly to qualified sopho
mores. It was concerned with the principles of retail store operation
and the basic skills for this line of work. A distinctive feature of the
course was the correlation of classroom instruction with practical store
experience, involving a yearly requirement of 180 hours of supervised
retail store practice.

Since a comprehensive appraisal seemed worthwhile, plans were
made in late 1947 to survey the 68 students of the previous two years
to determine their occupational status and their evaluation of the course.
This pilot study for the assessment and improvement of this vocational
sequence was based on students' achievements and their opinions con
cerning the retailing and selling course.

A mail-questionnaire technique was used, the blank being pretested
on 25 students in the third quarter of the course. In final form the
questionnaire consisted of twelve pages which requested the respondent
to record his work experience; evaluate various phases of work in con
sumer-education; make paired comparisons of the seven major course
activities; evaluate the store activity manual (the device used to collect
pertinent information from the management) and related class topics;
express attitudes and opinions about course organization and policies;
and indicate interest in a proposed "Retailing and Selling Club." Survey
results were based on the responses of 65 of the 68 former students, or
96 per cent of those enrolled in the first two years of the course's exist
ence. All respondents had taken three quarters of class work, or they

• Study conducted by Evelyn Determan.
7 Ruth E. Eckert, Outcomes at General Education (Minneapolis: University of

Minnesota Press, 1943).
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had taken two quarters and then left because of graduation or trans
fer.

Major findings of the survey indicated the following facts:
1. Except for individuals who were still in school, and three who were

housewives, all but four of the respondents were in retailing or related
fields of work.

2. The course clarified goals and created awareness of job oppor
tunities.

3. Respondents recommended additional work in business law, rec
ord-keeping, and typing.

4. Respondents agreed that the course resulted in better consumer
practices.

5. These former students generally approved on-the-job training and
close correlation of course to actual retail work, but frowned on the
store activity manual as too time-consuming.

6. The respondents wanted a greater variety of planned store experi
ence to supplement the selling and closely related activities which most
of them had experienced.

7. They recommended that retail work experiences should be sched
uled for full-day rather than part-day assignments.

8. They generally approved the organization of a "Retail and Selling
Club."

The rate of job terminations for these former students was high; but
this was probably a result of the variable nature of retail store employ
ment and individual desires to push on to a higher paying level. These
students also felt that employers did not want them permanently, al
though larger stores were inclined to retain student workers as regular
employees after their graduation.

Development of the New General College Comprehensive Examina
tion.S Though comprehensive examinations in General College are
nearly as old as the college itself, the postwar evaluation studies were
opportunely timed to permit some appraisal of new developments in
this field. The college had long sought to measure the larg~r, more
influential outcomes of the student's educational experiences, and his

8 The development of the heW comprehensive examinations has been accom
plished by the faculty of the General College under the direction of a faculty
committee. Members of this committee during the 1947-50 period included Wayne
J. Anderson, F. S. Appel, E. S. Cieslak, Ruth E. Eckert, J. Merle Harris, Charles
Hensley, Gerald Hill, Robert Hulse, George H. McCune, Nonnan Moen, Merrill
Rassweiler, W. O. Stout, William J. Tallon, A. L. Vaughan, and Cornelia T. Wil
liams. Signe Holmstrom served as chainnan in 1947-48 and Henry Borow was
chairman in 1948-50. Technical assistance on item analyses and other matters has
been furnished by the Bureau of Institutional Research, largely by Robert J. Keller,
Margaret G. Abernathy, and Dorolese Wardwell.
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breadth of understanding rather than sheer retention of facts. Compre
hensive examinations had been developed to cut across traditional
subject-matter lines and to appraise the student's understanding of
principles and concepts requiring collation of experiences from many
related courses. In 1947, the General College inaugurated a single, over
all comprehensive examination and discarded the previous practice of
permitting students to select separate comprehensive examinations in
fields of their major work. This new examination embraces almost the
entire general education curriculum as it is offered in the General
College. It consists of approximately 700 items in short answer form,
and is administered in three testing sessions of four hours each.

The examination is divided into seven parts which correspond to the
seven areas of general education included in the General College curric
ulum: social sciences; general arts; literature, speech, and writing;
personal orientation; home life orientation; biological sciences; and the
physical sciences.

Students who remain in General College for two full years take three
different forms of this examination: one at entrance, a second at the end
of their first year, and the third upon completion of the second year's
work. Results of the first two examinations are used chiefly in educa
tional guidance and program planning; results from the third are deter
mining factors in awarding the Associate in Arts degree, for the student
is required to demonstrate satisfactory performance in five of the exam
ination's seven parts.

The development of the new comprehensive series was conceived as
a long-term research program. Five experimental forms have been
constructed; more are planned. Ultimately the college plans to work
out three refined and statistically equivalent forms to be used inter
changeably.

Revision of items for successive forms of the examination has been
based upon two types of evaluation - objective or quantitative item
analysis, and subjective analysis. While these procedures furnish some
what different kinds of data, they are used conjointly in item refinement.
For purposes of the quantitative item analysis, the Davis method has
been employed.9 This method yields for each item two quantitative in
dices - a discrimination index, and a difficulty index. In addition to these
indices, the distribution of response choices for each item is obtained to
help detect weak or otherwise poorly functioning alternatives.

Reliability coefficients for the individual parts of the initial experi
mental form were computed by the split-half method. Owing largely

• Frederick B. Davis, Item-Analysis Data (Cambridge, Mass.: Graduate School
of Education, Harvard University, 1946).



Table 9. Summary Statistics for the General College Comprehensive Examination
Fonn DX, Based on 562 Entering Freshmen, Fall 1950

1. Social science .... 34.86 8.05 .45 .56 .45 .46 .47 .41
2. General arts ..... 31.89 6.76 .51 .43 .52 .42 .29
3. Literature, speech,

and writing. . .. 48.94 11.08 .55 .65 .48 .28
4. Personalorienta-

tion ......... 27.04 6.89 .61 .41 .21
5. Home life

orientation .... 34.11 8.87 .46 .27
6. Biological science. 30.86 7.69 .42
7. Physical science .. 33.32 7.65

• Median intercorrelation =,45.
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to the unrefined nature of this early examination, no reliability cDefficient
exceeded .83. No studies have yet been made of the reliabilities for the
separate sections of the three succeeding experimental forms. Since the
later forms are substantially revisions of the earlier ones, there is every
reason to believe that the current examination in the experimental series
possesses appreciably higher reliability than its predecessors.

Intercorrelations of the seven parts of the most recent form of this
examination, Form DX, are presented in Table 9. The median intercor·
relation is .45. While there is no objective method of determining what
magnitude of statistical relationship is most desirable in a comprehen
sive examination of this type, this figure is nonetheless encouraging. A
very low median intercorrelation, such as .30 or below, would have
suggested either low test-part reliability or excessive discreteness of
curriculum content. At the other extreme, a median intercorrelation of
perhaps .65 or higher would have suggested the operation of a strong
test-taking factor or a greater degree of overlap among the test areas
than is believed to exist.

Raw scores on the separate parts of the General College Comprehen
sive Examination are converted to standard score form, with a mean of
50 and a standard deviation of 10 for students tested at the beginning
of the first year. These are then entered in profile form on record sheets
and placed in the personnel folder for each student. Counselors can
consequently compare student performance in each area at various
times in his college career.

Continuous effort is being made to improve the comprehensive exam
ination and its use in student counseling. The success thus far credited
to it reflects serious efforts on the part of the General College staff to

Product-Moment Intercorrelatiol1s •
2 345 6 7

Raw Score
Mean S.D.Examination
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develop examinations which really measure the behavioral and func
tional outcomes of general education in General College students.

Characteristics of the Postwar Student.10 Because the General College
has always believed that to serve its students effectively it must know
them well, an intensive psycho-social study was begun in 1935, and
culminated in a published volume in 1943.11 With the sharp increase
in enrollment following World War II, the evaluation committee recom
mended that the college seek to determine whether a group in which
veterans were predominant differed significantly from the students of
a decade earlier. Such variations, if found, might require changes in
the over-all General College program.

This new survey was based on a sample of 1823 General College stu
dents in residence during the fall quarter 1947. Included in the survey
were all the nonveteran students (447 women, 406 men) and one half,
or 485, of the male veteran students. Randomness was achieved in the
latter group by taking alternate names from an alphabetical list. As
many as possible of the items employed in the Williams study were
retained in the postwar investigation. This was done to facilitate com
parison of the results.

The characteristics of prewar and postwar General College students
were strikingly similar. While this was especially true with reference
to the nonveterans in the postwar group, even the veterans showed few
important group differences from the prewar (nonveteran) population.

Veterans were found to be about two years older, on the average, than
their postwar nonveteran colleagues. About 10 per cent of the veterans
were married, while practically none of the nonveterans were married.
By and large, veterans came from the same types of families and the
same urban environment which characterized the nonveteran sample.
Fewer fathers of veterans than of nonveterans were employed in pro
fessional occupations and more of them in the semiskilled and minor
clerical occupations. However, proportionately more of the veterans
themselves, in comparison with nonveterans, had made vocational
choices in the professional or semiprofessional categories. On tests of
academic ability taken during the senior year in high school, the veter
ans made lower average scores than the nonveterans. On retests given
at the time of their delayed entrance to the University, the average
attainment of the veterans was higher than that of the nonveterans.
Although their grades in high school had been lower than the grades of
either prewar or postwar nonveterans, their scholastic record in the

10 Study planned and supervised by Cornelia T. Williams and Claude Grant.
11 Cornelia T. Williams, These We Teach (Minneapolis: University of Minnesota

Press, 1943).
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General College was somewhat superior to the record of the latter two

groups.
A significantly smaller percentage of veterans than of other postwar

students entered the General College by preference, since most of them
had hoped to matriculate in a four-year preprofessional program. More
veterans than nonveterans expressed concern over financial matters,
but fewer veterans enumerated worries in other problem areas.

In all other comparisons, there were no appreciable differences be
tween veterans and nonveterans. They were found to be very similar in
racial backgrounds and religious preferences, in amount of previous
work experience (excluding military assignments), and in discrepancies
between claimed and measured vocational interests. All in all, the
veterans were not a substantially unique student group, when judged
in terms of the personal data employed in this study. The wide range
of individual variations in each group far overshadowed the few differ
ences which existed between veterans and nonveterans.

Comparison of the prewar and postwar nonveterans also yielded very
few significant differences. In 1947, as in 1935, the General College was
enrolling predominantly an urban group of students from middle-class
homes. Most of these students had grown up in the Twin Cities and
continued to live with their parents while attending the University. As
was true of the prewar group, the postwar students were almost exclu
sively Caucasian in racial origin and even more homogeneous than their
student predecessors with respect to nationality. The percentage of
students either or both of whose parents were foreign born had declined
slightly (from about 17 to 14). The sex ratio had shifted from less than
two-thirds males to three-fourths males. Although the majority of the
postwar sample, like the prewar one, was Protestant, a slight increase
occurred in the percentages of students of Jewish faith and a substantial
increase (18 to 28 per cent) in the percentage of Catholic students.

No Significant change appeared in measured scholastic aptitude. The
postwar group, like the earlier one, was drawn primarily from the lower
third of the University freshman population in academic ability, and
approximated the general population average in this respect. A down
ward shift was observed in the vocational choices of the men students.
A large number, however, still retained vocational choices which were
unrealistically ambitious in comparison with their academic potentiali
ties. Moreover, claimed vocational interests often failed to correspond
to measured vocational interests, which gave further evidence of the
continuing need for effective educational and vocational guidance
services.

A slight improvement was noted in the holding power of the General
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College. A correspondingly larger percentage than formerly remained
in the college for more than one quarter.

This investigation leaves much to be desired. An arbitrary restriction
of the study to those student characteristics which were most readily
apparent resulted in the exclusion of such important points as leisure
time pursuits and social skills and attitudes. Within these limitations,
however, the analysis suggests such a high degree of similarity between
prewar and postwar student populations that no drastic changes in the
college's program are indicated.

Minimum Qualitative Performance of Selected Students Who Have
Earned the Associate in Arts Degree.12 Unlike other degree-granting
colleges of the University, the General College does not require a stu
dent to maintain a C average in his course work in order to qualify for
the Associate in Arts degree. Accordingly, the Steering Committee on
Evaluation Studies in the General College recommended in 1947 that
the percentage of students who obtained the A.A. degree with less than
a C average be ascertained.

This study was based on the scholastic records of 352 General College
students who earned the A.A. degree from August 1945 through July
1947. Their records in General College courses were computed in con
ventional honor-point equivalents; credits obtained in other colleges,
in physical education, through military service, or by G.E.D. examina
tion were ignored. Honor-point ratios were calculated in two ways:
first, by leniently considering only those 90 credits in which the student
earned his highest grades, subtracting first those credits enumerated
above; and second, by including all credits and grades actually earned
in General College course work.

The results revealed that an appreciable proportion of these young
people in the sample earned the A.A. degree with less than a C average.
The first method, based on the 90 credits of highest General College
grades, indicated that 86 per cent of these young men and women
attained an average of one honor point per credit, while 14 per cent
failed to meet this standard. By the more rigorous method, in which all
General College credits were counted, the calculations showed that 80
per cent made a C average, while 20 per cent failed to meet this conven
tionally required grade.

Whether the proportion of one fifth to one seventh who fail to make a
C average is large enough to indicate that qualitative considerations
have been undesirably sacrificed is debatable. Traditionally, the C
average requirement assumes that course grades are an adequate quaIi-

12 This study was conducted and reported by Francis Gamelin.
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tative criterion for the awarding of degrees. But universal acceptance of
this assumption does not guarantee its validity.

Since 1947, with the development and use of the new comprehensive
examination, the General College has required degree candidates to
meet a dual standard. They must obtain 90 credits of passing work and
show satisfactory achievement on the comprehensive examination.
While complete evidence is not yet available, students with borderline
grades may be failing to qualify for the A.A. degree because 'of sub
standard performance in the comprehensive examination. A study simi
lar to this one, but based on students earning degrees under this new
dual standard, would be required in order to test this hypothesis.

Academic Achievement of General College Transfer Students.13 In
terms of University organization, the possibility of transfer links the
General College to other colleges and gives it status as an officially
accredited member of the University's college family.

The majority of students who enter the General College hope to
transfer later to one of the four-year colleges of the University, where
they will complete requirements for a bachelor's or professional degree.
On the basis of extended study, certain standards for transfer were
worked out during the years before World War II. The presumption
underlying these standards was that they should be set at such a level
that transfer students from General College would have the same chance
of completing degree requirements as the average of the group into
which they transferred. But the college staff recognized the importance
of determining the adequacy of these standards for student counseling
and transfer purposes. These considerations prompted the Steering
Committee on Evaluation Studies to recommend a follow-up study of
General College transfer students in 1948.

Included in this study were 447 General College students who had
transferred to other colleges of the University between fall 1944 and
summer 1947, and by the end of fall quarter 1947 had completed at
least one quarter of work in another college. Their academic records
were analyzed in terms of (1) honor-point ratio; (2) award of bachelor's
degree; (3) dismissal for low scholarship; (4) voluntary interruption
of attendance; (5) continuance in residence beyond the fall quarter
1947; (6) transfer back to General College; and (7) second and third
transfers to other colleges.

The results of this analysis showed that the 447 transferees maintained
residence in the several four-year baccalaureate and professional col
leges for 4.5 quarters, on the average. This figure does not adequately

13 This study was also conducted by Francis Gamelin.
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reflect their survival ability, however, for 43 per cent were still in attend
ance at the end of the study.

The findings indicated that slightly less than half (45 per cent) of
the transferees had succeeded in gaining a C average. On the basis of
other available criteria, 50 per cent succeeded - in the sense that they
had earned degrees (7 per cent) or maintained residence through the
close of the study (43 per cent). On the other hand, one half (50 per
cent) had failed to achieve their academic goals at the time of the study.
Included in this figure were 16 per cent who had been dropped for
low scholarship; 2 per cent who returned to General College; and 32
per cent who voluntarily had left school. Within the time limits of this
study, therefore, half the transferees had not succeeded in realizing
their professed ambitions.

This study is incomplete. The data would be more meaningful if the
subjects had been followed to the conclusion of their university enroll
ment. Because of changes in college regulations, such as the C average
requirement adopted by the Institute of Technology, and changes in
the General College student body, such as the decreasing proportion of
World War II veterans, a similar study following current transfers to
the conclusion of their university studies would be more pertinent than
a further follow-up of these particular subjects.

Postwar Status and Attitudes of Former General College Students,14
Conscious of its role as a pioneering unit in general education, the
General College has always been interested in the kinds of human
beings it turns out. Several studies 15 have been made to determine the
impact of its educational concepts upon the young men and women
who enroll in General College classes. Various investigations of Minne
sota college groups were climaxed in 1948 when a formal comprehen
sive study of higher education in Minnesota was undertaken.16 The
General College study reported here was part of a statewide study of
former students of selected Minnesota colleges.

The present study was based on questionnaire returns from General
College students who had matriculated during the two years 1939-41.
The four-page questionnaire dealt with the social, educational, occupa
tional, and military experiences of these students since leaving college.
In addition, these General College men and women received a two-page

,. This study was conducted jointly by C. Raymond Carlson of the Bureau of
Institutional Research and Henry Borow of the General College. A complete report
is on file in the office of the dean of the college.

,. Nathan Kohn, "Vocational Follow-up of 400 General College Students" (un
published master's thesis, University of Minnesota, 1942).

,. Minnesota Commission on Higher Education, Higher Education in Minnesota
(Minneapolis: University of Minnesota Press, 1950), Chap. 8.



76 A University Looks at Its Program

supplement calling for a student appraisal of this specific college. The
questions referred directly to General College counseling and advisory
service; former students' plans for further training and work; and the
respondents' opinions about strengths and weaknesses of the college.

Although questionnaires were actually sent to 1684 former General
College students, faulty addresses caused almost 500 of them to be
returned undelivered. Findings have been based on the returns of only
22 per cent of the total sample and of only 30 per cent of the question
naires assumed to have been delivered. All conclusions and inferences
must therefore be confined to the sample itself and not applied in any
broader sense.

In the seven to nine years which had elapsed since their student days
in General College, about two thirds of the men respondents had spent
some time in service, most having served from two to five years. By
1948-49 they had returned to civilian life and jobs. Seventy-five per cent
of the subjects, men and women, were married at the time the question
naire was completed. Twenty-three per cent were single and 2 per cent
divorced or separated. Of those married and responding to the question
on number of children, 66 per cent had at least one child.

What was the highest level of academic training attained by these
former General College students? Very few had stopped their schooling
with less than one year of college, 28 per cent had one to two years of
college but earned no degree and took no further schooling, and 21 per
cent completed their formal education with the Associate in Arts degree.
Fifty per cent, including some who left the General College without
earning the A.A. degree, took some form of additional academic train
ing. Of these, a little more than one fourth had some business school
experience. About the same proportion completed more than two years
of college but failed to earn the bachelor's degree. About a fifth of the
364 respondents earned a bachelor's degree; 11 reported having taken
some graduate work not leading to a degree while 4 others earned a
degree at the graduate level.

No clear-cut differences in occupational distributions appeared among
those men who had earned a bachelor's degree, those with the Associate
in Arts degree, and those with no college degree. In each of these groups,
work classifiable as semiprofessional was listed with the greatest fre
quency. However, 8 of the 51 men with a bachelor's degree held
professional jobs, while only 4 of the 174 without a bachelor's degree
reported jobs in this classification. Homemaking had claimed 72 per
cent of all women at the three educational levels. Former students who
had acquired a bachelor's degree were more inclined to be dissatisfied
with their jobs than were those with either an A.A. or no college degree.
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Yet only 10 per cent of all the employed men and 8 per cent of the em
ployed women expressed occupational dissatisfaction.

While most former students regarded their college education as "very
useful and valuable" or "useful and valuable," 26 per cent of former
students who responded to this question expressed some doubt. Most
of these checked "perhaps of some value." No difference between the
responses of men and women was found in this regard. The more educa
tion these former students had, the more they tended to approve the
usefulness of their academic training. This same tendency was also
noted in a follow-up study of former S.L.A. students. (See Chapter 6.)

In the evaluation of specific aspects of the General College program,
men and women respondents showed strikingly parallel attitudes. Both
groups rated as "very satisfactory" such outcomes of the program as
preparation for home and family living, development of high ideals and
a suitable moral code, the improvement of their ability to meet people
easily, and the stimulation of their desire to read and appreciate good
literature. Both were higWy critical of the guidance and counseling
program, of what they considered inadequate preparation for further
education, and of the lack of specific vocational training for the jobs
which they were holding at the time of the survey. They also thought
that the college had required too little, not too much, time and effort.

The admonition should be repeated that the results of this study apply
strictly only to the sample of 364 respondents. Nothing conclusive can
be inferred about former General College students as a body on the
basis of these data. Perhaps the chief value of the survey is the help it
will provide in planning and executing a more definitive investigation
of the attitudes and adult status of former General College students.

CONCLUSION

The General College program has been subjected over the years to
continuous study and critical analysis by its own college faculty. Despite
this vigorous and persistent attempt at self-appraisal, the basic curricu
lum and the objectives which underlie it have withstood radical change.
Such modifications as the staff has wrought have been directed
prinCipally at implementation, expansion, and refinement of the original
aims of the college. The findings of the evaluation studies reported in
preceding pages would appear to reaffirm and underscore this policy.

The major shift in the postwar period has been in the direction of
additional vocational courses, a trend endorsed by students as well as
faculty. Nevertheless, the college still recognizes as its chief function
the general education of young men and women for mature adjustment
to the broad demands of the modern world.



CHAPTER 8

Analyses ofPrograms Provided by the
College ofScience, Literature, and the Arts

BY Ruth E. Eckert AND Joseph M. Thomas

A DISTINGUISHED university constantly seeks to enrich the oppor
tunities it provides for advanced study and research. For it recognizes
that it thus uniquely supplements the basic collegiate programs offered
in hundreds of independent colleges and in its own undergraduate
divisions. Several studies of graduate education and faculty research
activities reported in this volume attest to the University of Minnesota's
concern in this area.

Yet the vast majority of students who enroll at this University, as in
others throughout the country, come for undergraduate study only.
Their campus experiences will unquestionably have much to do with
their later effectiveness, both socially and vocationally. Moreover, it is
in these undergraduate programs that students of high potential are
recruited and prepared for advanced study. How broadly educated
these individuals will be depends, in large measure, on the quality of
these foundational years.

The three studies reported in this chapter have one common charac
teristic - they all seek to throw light on the S.L.A. College undergrad
uate program. For the most part they represent exploratory approaches
to problems that merit far more thorough study. Already they have
resulted in some important changes in the program offered in the Col
lege of Science, Literature, and the Arts. Since all are reported very
brieHy, persons interested in further detail should get in touch with the
Bureau of Institutional Research.

THE UNDERGRADUATE PROGRAMS OF SUPERIOR STUDENTS

The College of Science, Literature, and the Arts for many years
allowed students to reduce the usual credit-hour requirement for the
bachelor's degree (180 quarter hours, plus physical education) by one
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hour for each five excess quality points earned.! At the suggestion of
Dean Joseph Thomas, who was in charge of the senior college program,
and the S.L.A. College faculty, a study was made to find out what effect
this ruling had on the study programs followed by superior students.

Purposes of the study. The immediate aim was to determine the extent
to which formal class work had been curtailed because of this provision.
But a more fundamental objective was to analyze the distribution of
courses included in these programs. What areas tended to receive less
attention under this plan? Did the curtailment affect primarily the
student's general education or his specialized work?

Any study of course patterns obviously affords no adequate picture
of educational outcomes; for individuals who take less work in a field
do not necessarily leave college with less understanding and insight
than do those who take the full complement of courses. This is especially
true of gifted students, who may gain from informal reading and ob
servation a good deal of knowledge that ordinary individuals acquire
only through systematic, guided study. Despite these limitations, how
ever, a study of this type has some value. So long as college teachers
believe that students profit from membership in formal classes and
seminars, it is important to find out how such a ruling actually operates.

Population Studied. The present analyses were limited to 96 students
who had graduated from the College of Science, Literature, and the
Arts between 1936 and 1942 with less than the required 180 quarter
hours. All these persons had also attained at least a C+ honor-point
ratio, 90 per cent having attained a B or A average. These cases were
identified by Dean Thomas, who also provided information concerning
the major and minor concentrations of each student. The group included
49 women and 47 men, corresponding reasonably well in this respect
to the composition of the usual S.L.A. graduating class. The records of
these students were then compared with those of students in the 1939
and 1940 graduating classes in S.L.A., which had been analyzed for
another purpose.2

Quantity and Quality of Work Taken. The typical student in this
special group took about 28 quarter hours less course work than is
normally required for the degree. He also fell some 22 quarter hours

1 Honor points were computed according to a scheme in which an A grade carried
3 honor points for each credit hour, a B grade 2 points, a C grade 1 point, and a D
or F grade no points. Excess honor points were those beyond the 180 (C average)
required for graduation.

2 T. R. McConnell and Ruth E. Eckert, "Undergraduate Programs of Students
Receiving the B.A. Degree," in University Committee on Educational Research,
Studies in Higher Education, 1940-42 (Minneapolis: University of Minnesota Press,
1942), pp. 121-26.
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short of the total number earned by the typical S.L.A. graduate. More
over, his median honor-point ratio of 2.41, which is the equivalent of
almost a B+ average, is markedly higher than the 1.59 (or C+ ) average
achieved by the usual S.L.A. graduate. Less than 10 per cent of the
students in the special group had received their degrees without distinc
tion, but even these students had earned higher grades than the typical
S.L.A. graduate. Almost half of the students (47 per cent) attained the
top honors "summa cum laude" or "magna cum laude." Because these
are outstandingly able young people, their programs of study are of
special interest.

Time Required for Undergraduate Work. Half of these superior stu
dents received their degrees in advance of the normal four-year period.
About a third (34 per cent) had saved two or more quarters; another
14 per cent had graduated a quarter ahead of the anticipated date.

More than a third of the group (36 per cent) graduated on schedule,
having taken the usual four years to complete their degree require
ments. But 10 of these 35 individuals had remained out of school for at
least one quarter, had delayed their final honors examinations for a
quarter or two beyond their last course work, or had completed some
graduate work before receiving their bachelor's degrees. The other 25
individuals had carried lighter loads at some time, particularly in their
upper college years.

In the case of the remaining sixth (15 per cent), periods out of college
varying from two quarters to more than five years had extended the
undergraduate period beyond the usual four years. Although nothing is
known as to the use made of time released from class attendance, the
prevalence of part-time academic loads suggests that many carried ofI
campus jobs. Perhaps without this provision some of these gifted stu
dents would never have completed their studies at the University"

Programs of Study for Various Major Groups. For each major group,
three facts were determined: the percentage of students who took any
work in a given department, the average number of hours taken, and
the honor-point ratio attained. Related departments were later grouped
together, and similar statistics obtained for work taken in broad divi
sional areas.

Among students who had majored in linguistic fields or the human
ities, the English majors had made the most use of excess honor points
to reduce their course loads. Less than two fifths of the majors in English,
journalism, and modem languages had included any work in the biolog
ical sciences (except psychology), and only half this number took any
work in the physical sciences. While some courses in the social sciences
were quite universally selected, these seldom represented work in eco-
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nomics, political science, geography, or anthropology. Less than two
fifths of these students had any fine arts or music instruction, while
more than a third had not elected even one course in philosophy. The
three fine arts majors had taken no work in any of the natural sciences
except psychology, and had avoided contact with any social studies
courses except history. The small groups of philosophy and liberal arts

r

majors showed a definitely broader spread in their course work.
Political science, sociology, and economics majors (the three social

studies groups that were large enough to justify analysis) also had very

~
limited contacts with courses outside their major fields. Thus few majors

I in political science, and none in economics, had taken a single quartel
J course in any of the biological sciences except psychology. The sociology
I students had no college work in the physical sciences, and half of the

other social studies majors had failed to elect courses in this area.
Courses in art and music were taken by half of the sociology majors and
by no students in the other groups. Even within the area of specializa-
tion (social studies), only three of the seven departments attracted as
many as half of these majors.

Among science majors, students specializing in the biological sciences

~
showed the greatest reduction in total credit hours. Chemistry and
biology majors took so much work in the natural sciences that they had,
little time left for other fields and usually met only the bare minimum

~ requirements in social science and English. No courses at all were
elected in art or music. Mathematics majors showed a little broader
distribution of work, with less time devoted to courses in their own, department. Although the psychology majors also elected more courses
outside their major department, less than half took any work in the
biological sciences - work which seems basic to such a specialization.

Implications. The present study has traced some effects, as seen in the
study programs of superior students, of a college provision which al-
lowed credit-hour requirements for the bachelor's degree to be reduced
on the basis of excess quality points. Since the findings are briefly sum-

I marized above, the present discussion explores their meaning for under-
~ graduate education.

The provision clearly operated to restrict the amount of course work

r
that superior students took, reducing it about 28 credit hours below the
usual baccalaureate requirement. Whether this is a desirable provision
cannot be determined without more knowledge about the use made of
this released time and the subsequent experiences of these individuals.
If it meant that gifted students actually received less faculty stimulation
and guidance than other students did, it would seem a shortsighted
policy indeed.
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It was also evident that students' general education was curtailed far
more than work of a specialized character. And, within the latter field,
courses in related departments suffered much more by this reduction
than did those in the major department. The wisdom of this may be
questioned, if one assumes that the undergraduate years should be
devoted primarily to liberal education. Specialized study will receive its
rightful attention in professional and graduate work, but fundamental
gaps in undergraduate education will seldom be remedied later.

Unquestionably, superior students should be given considerable lati
tude in planning their educational programs, since many college courses
duplicate materials studied in high school or learned independently.
But some scheme of placement testing might accomplish this purpose
better than the quality-point ruling investigated in this study. Qualified
students might then hurdle courses that promised less in the way of
educational return, substituting instead a more advanced or mature
treatment of these topics. Particularly would this be true if more courses
in general education were developed at the upper-class level. Gifted
students might then be stimulated to study problems outside their major
field with the same care and penetration that they customarily devote
to their specialized work. The S.L.A. College faculty has since moved in
this direction by restricting the application of excess quality credits to
the first 84 hours of college work and requiring every candidate for
graduation to present at least 15 senior college credits earned in courses
outside his major and minor fields.

EFFECT OF RELAXING CERTAIN DISTRIBUTION REQUIREMENTS

The College of Science, Literature, and the Arts has long required
candidates for its degrees to present a specified number of credits in
certain major areas of the curriculum. This plan has been designed to
promote general education, though the rigidity of the requirements has
occasionally operated to the disadvantage of certain students. Since this
was particularly true of superior students, for whom adaptation of
requirements to special needs or interests often seemed advisable, the
experimentation described below was undertaken by Dean Thomas
and his associates in the S.L.A. College.

Groups Studied. An "experimental group" of freshmen, entering the
S,L.A. College in September 1941, was permitted to waive the usual
distribution requirements, and was actively encouraged to develop
programs appropriate to their individual needs. Only those students
were eligible who were not in a preprofessional sequence 3 and whose

• This experimentation was extended several years later to include preprofes
sional students, and findings were quite similar to those reported in this section.
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College Aptitude Rating (CAR), which represents an average of per
centile scores on high school rank (HSR) and the American Council
Psychological Examination (ACE), was at least 81. Later, the programs
of 129 of these students (all those who had completed at least three
quarters' work in the S.L.A. College) were studied to see what adjust
ments had occurred in their junior college programs. This experimental
group will be referred to as Group I in the following discussion.

Two types of "controls" were used, though neither provided a rigorous
check on outcomes. One of these (Group II) was composed of students
who had entered at the same time as the experimental group (Septem
ber 1941), completed at least a year's work in some non-preprofessional
curriculum, but ranked Significantly lower on aptitude and earlier
achievement measures. This latter deviation was inevitable since stu
dents with CAR's of 81 or more who met the other qualifications wen:
automatically eligible for the experimental group (Group I). The other
"control" (Group III) fits this appellation better, for these students were
selected from September 1939 entrants, with attention given to three
facts: membership in a non-preprofessional curriculum, a CAR of 81
or higher, and length of residence in the junior college program.4

Groups I and III were practically equivalent with respect to high
school achievement (a mean percentile score of 92), academic aptitude
(a mean percentile score of 85), and the number of quarter credits
earned during this two-year period (73 for Group I and 71 for Group
III). While students in Group II fell well below the achievement of
Groups I and III, they were still a rather select group (HSR of 73 and
ACE percentile score of 56). This is not surprising, since only those
students who had survived at least three quarters in the S.L.A. College
were included.

Quality of Achievement. Groups I and III showed almost identical
achievement records (honor-point ratios of 1.60 and 1.57 respectively)
during their first two years in college. Group II managed, with an honor
point ratio of 1.27, to maintain slightly better than the C average re
quired for graduation. At the end of the first two years, a slightly higher
percentage of students in Group I (experimental) than in Group III
were eligible for admission to the senior college (75 per cent, as com
pared with 67 per cent in Group III). Only 38 per cent of those in Group
II so qualified. Eligibility here was based on credits earned and the
honor-point ratio attained, not on fulfillment of the group requirements.

Fulfillment of Group Requirements. There were surprisingly few

• Because students in all three groups were matched on this latter point, the data
afford no clues as to the effect of relaxed group requirements on persistence in
college.
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differences among these groups in the extent to which they met group
requirements, which had been the primary concern of this study. While
significantly more students in Group I than in Groups II and III failed
to take any work in English or in the natural sciences, the figures even
for the experimental group (I) were quite low. Thus only 8 per cent
of these students entirely omitted work in English and 19 per cent did
so in the natural sciences. The same difference, which in this instance
met only the 5 per cent level of significance, appeared when comparisons
were based on the percentages who failed to complete the number of
hours normally required in these broad areas. Only 10 per cent of the
students in Group I, for example, did not complete the usual require
ments in English, while 27 per cent failed to fulfill those set in the natural
sciences. Figures for the other two areas were also low; 26 per cent
failed to meet the foreign language requirement and 21 per cent did not
present the usual complement of work in the social studies - figures
that were almost identical for members of Group III. More members
of Group III than of the other two groups completed all group require
ments within the first six quarters of residence (41 per cent for Group
III, 31 per cent for Group I, and 21 per cent for Group II). But again
the differences were far less than might have been expected.

Implications. Removing formal group requirements apparently does
not lead to any drastic change in the patterns of work taken or in the
general quality of students' work. The fact that the 1941 experimental
group elected much the same courses as the 1939 group (with whom
they can best be compared) is probably due to three factors: the ten
dency of students to play safe by clinging to the traditionally accepted
pattern of junior college work, the failure of some faculty counselors to
make any marked change in their advisement practices, and the con
tinuance of many of the same prerequisites for advanced courses and
major work as had prevailed earlier. Any changes in curriculum require
ments at the junior college level must be accompanied by thorough
going modifications in counseling procedures and in policies regarding
senior college courses. Otherwise students may hesitate to develop very
different types of programs, even though these would be better suited
to their special needs.

PATTERNS OF STUDY FOLLOWED BY PREPROFESSIONAL STUDENTS

Most S.L.A. College students have some professional objective in
view, and many of them seek admission to the University's own profes
sional schools. Hence an effort was made to find out what courses these
preprofessional students include in their liberal arts training. Do these
prospective doctors, lawyers, businessmen, and other profession-bound
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students secure a well-balanced general education, or are these prepro
fessional years mainly devoted to specialized interests?

Plan of Study. Two studies were made, in both instances limited to
students who had taken all their preprofessional work in the College of
Science, Literature, and the Arts and had then been admitted to one
of the University's own professional schools. Because of this restriction,
the present analyses do not show how a specific professional objective
may have distorted the programs of many students who never gain
entrance to the school involved. While a study of this latter group
would be highly desirable, it seemed wise to limit this present study to
students actually admitted. In these instances, at least, the professional
school staff apparently approved the programs these students had taken
in the S.L.A. College.

The first of the two studies was based on 162 S.L.A. students admitted
to five professional schools (Medicine, Dentistry, Medical Technology,
Business Administration, and Law) in 1937-38. This was followed by a
more extensive study of 374 students admitted to these same five schools
in 1939--40 and 1940-41. Statistics given in this report are based on this
second population, with notation of any significant shifts in findings
from the earlier investigation.

The courses which each student had taken were grouped according to
the departments and the broad divisional areas involved (see Table 10
for these classifications). Next were determined the average number
of hours' work he had taken and his average honor-point ratio for each
of these classifications. This helped to reveal the general curriculum
emphasis in his undergraduate program. Then records of all students
who had spent the same length of time in a particular preprofessional
curriculum were combined, to provide a more stable indication of what
such preprofessional students had experienced in their undergraduate
study. Findings for the few students who spent three years in prepara
tion for dentistry, law, and business administration are not included in
Table 10, nor are separate analyses for men and women students and
for those students ranking academically in the upper or lower half
of their group.

Findings for Premedical Students. The most important, though not
surprising, finding for the' premedical group was that students' work
conformed quite closely to the requirements set by the Medical School.
Between 1937 and 1940 these requirements were advanced from 20 to 32
credits in chemistry and from 12 to 13 credits in zoology, and 6 credits
of psychology were added. Comparisons of results for the two periods
reflect this change. The academically less qualified students took more
courses, particularly in German and the natural sciences. What is prob-



Table 10. Analysis of the Preprofessional Programs of S.L.A. Students Who Entered Five Professional Schools In 1939-40 and 194D-41 •

Pre-Medical
Premedical Pre-Dental Technology Pre-Law Pre-Business

Area
(Three Years) (Two Years) (Two Years) (Two Years) (Two Years)

N=45 N=20 N=36 N=72 N = 168
Per Per Per Per Per

Cent Mean Cent Mean Cent Mean Cent Mean Cent Mean

Biological Science I ....... 100.0 20.3 100.0 13.3 100.0 27.0 5.6 0.6 14.9 1.3
Anatomy ............... 2.2 0.1 ... . ... 48.6 1.5
Bacteriology ............ .... ... 10.0 0.5 100.0 8.1
Botany ................ 37.8 1.5 40.0 1.8 8.6 0.3 .. . ... 5.4 0.3
Physiology ............. 6.7 0.5 10.0 0.4 28.6 1.1
Zoology ................ 100.0 18.2 80.0 10.6 100.0 16.0 2.3 0.3 8.9 0.9
Science and Civilization .. ... . .. . . ... .. . .... ... 4.2 0.3 0.6 0.1

00 Man and Nature ........ ... . .. . '" . . .. .... ... .. . ... 0.6 0.1
CT.l Biological Science II ...... 100.0 9.9 75.0 5.4 17.1 1.0 100.0 7.1 &5.1 6.0

Psychology ............. 100.0 9.9 75.0 5.4 17.1 1.0 100.0 7.1 85.1 6.0
Physical Science .......... 100.0 52.2 100.0 38.0 100.0 33.8 11.1 0.9 92.9 14.4

Astronomy ............. 26.7 1.3 15.0 0.8 . ... ... 1.4 0.1 5.4 0.3
Chemistry .. . . . . . . . . . .. 100.0 32.2 100.0 20.8 100.0 24.7 1.4 0.2 10.1 1.0
Geology ............... 20.0 1.1 40.0 1.9 .... . .. 2.8 0.1 18.5 0.7
Mathematics ............ 71.1 4.9 45.0 3.4 2.9 0.1 5.6 0.4 81.0 11.7
Physics ................ 100.0 12.6 100.0 11.0 100.0 9.0 1.4 0.0 2.4 0.2

Social Science ............ 95.6 10.5 85.0 10.6 20.0 1.1 100.0 47.0 100.0 47.8
Anthropolo,£: ........... 40.0 2.2 30.0 1.7 2.9 0.1 9.7 0.5 4.8 0.1
Business A ministration .. ... . ... ... . .. . . ... ... 4.2 0.2 4.2 0.1
Economics ............. 28.9 2.6 15.0 1.2 2.9 0.1 100.0 15.6 100.0 32.0
Geography ............. 6.7 0.3 80.0 1.5 .... ... 9.7 0.6 35.7 2.7
History ................ 13.3 1.2 20.0 2.1 .... ... 98.6 17.4 32.1 3.4
Political Science ........ 6.7 0.4 15.0 1.2 .... . .. 100.0 10.0 68.5 6.4
Sociology .............. 51.1 3.7 60.0 2.9 17.2 0.9 51.4 2.7 48.8 3.1
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Table 10 (continued)

Area

Premedical
( Three Years)

N=45

Pre-Dental
(Two Years)

N =20

Pre-Medical
Technology
(Two Years)

N= 36

Pre-Law
(Two Years)

N=72

Pre-Business
(Two Years)

N = 168
Per

Cent Mean
Per

Cent Mean
Per

Cent Mean
Per

Cent Mean
Per

Cent Mean

7.8
7.8
5.6
0.1
3.8
1.7
0.3
0.1
0.1
0.1
0.2

2.7
0.7
1.2
0.1
0.7

23.2
7.1
9.5
0.6
6.0

97.6
97.6
58.3

2.4
46.4
20.2

8.9
0.6
1.2
1.2
6.6

0.0
0.1

0.5
0.4
0.4

1.1
0.3
0.2

7.6
7.6

10.5
0.1
5.6
4.8
0.2

1.4
2.8

5.6
5.6
5.6

13.9
4.2
2.8

100.0
100.0
84.7

2.8
75.0
50.0
2.8

0.1
0.1

0.7
0.3
0.1

7.3
7.3
1.0

0.1

0.1

19.7
2.3

17.4

2.9
2.9

2.9

2.9

11.4
2.9
5.7

85.7
85.7
14.3

100.0
14.3
85.7

0.1

0.8

4.1
0.8
0.1

7.8
7.8
4.8

3.0

3.8

5.0

5.0

40.0
10.0
5.0

20.0

25.0

100.0
100.0
45.0

0.1
0.2

1.7
1.0
0.4

0.2
0.1
7.6
7.6
2.7

21.3
0.3

20.4
0.5
0.1
0.4

28.9
ILl
8.9

Languages 100.0
French 2.2
German 100.0
Scandinavian 4.4
Spanish 2.2

Classical Languages 8.9
Greek .
Latin 2.2
Classics 6.7

English I 95.6
Composition 95.6

English II 40.0
Journalism .
Literature .
Speech .

Arts ..
Architecture .
Art Education .
Fine Arts 2.2
Music 8.9
Music Education .

Miscellaneous 66.7 6.1 90.0 7.6 51.4 1.4 100.0 15.7 61.9 4.1

• Only two statistics are reported for each subject field - the percentage who took any work in it and the mean (average) number
of quarter hours completed. Honor-point ratios have also been excluded to save space, although some references are made to them

in the text.

00
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ably most disquieting is the small amount of course work taken by all
these premedical students in the social sciences (especially economics,
political science, and history), in speech and literature, and in the fine
arts. Their undergraduate work was clearly oriented toward their pro
fessional objective, rather than toward the other responsibilities they
would share as men and citizens in a democracy.

Findings for Pre-Dental Students. The pattern of course work for
the pre-dental students is very similar to that discussed above, especially
for those following the three-year program (which is not summarized in
Table 10). This supports the hypothesis that many of these students
really had medicine as their first objective. Their honor-point ratios also
harmonize with this view, for these students ranked half a letter grade
lower, on the average, than the Medical School entrants. The two-year
group summarized in Table 10 conforms more closely, in its study
program, to the requirements of the School of Dentistry. Again there
was a heavy concentration on the biological and physical sciences,
resulting in significant gaps in other areas.

Findings for Pre-Medical Technology Students. Judged by the courses
they elected, the students in this curriculum had much the same interests
as those pursuing other medical sciences. Deviations occurred princi
pally in the greater amount of work which these students took in
bacteriology and foreign languages, and their almost total lack of formal
study in psychology, social science, literature, speech, and fine arts. The
twelve students who spent three years in preparation (whose programs
are not summarized in this master table) did a little better in this latter
respect, but used their extra year mainly for specialized study.

It was interesting to note that the three-year students in the pre
medical technology curriculum earned lower grades, on the average,
than the two-year students reported in Table 10. This also held for the
three-year pre-dental and pre-law students, which suggests that students
who take three years' training when only two are required must often
clear deficiencies, including grades below the acceptable level, during
this third year. This generalization of course does not apply to students
who earned an arts degree prior to professional study and who were not
included in the present study.

Findings for Pre-Law Students. A very different pattern of work
emerged for prospective lawyers, emphasizing in this instance the social
sciences and English. More than half of the two-year preparatory pro
gram was devoted to courses in economics, history, and political science.
After these students had also fulfilled the six-hour requirement in
psychology and had nine hours in English, little time remained for work
in other fields. Thus only one student in 10 had taken any work in the
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physical sciences; only one in 20 had elected a course in the biological
sciences (except psychology) or in classical languages; only one in
35 had had any contact with the fine arts. Again the dominating concern
seemed to be the satisfaction of professional school requirements rather
than the acquisition of a genuinely liberal education.

Findings for Pre-Business Students. This final group studied showed
a different concentration, although the course pattern somewhat re
sembled the pre-law program. Again the social sciences received prime
attention, the group taking an average of 48 hours during the first two
years in this one area (mostly in economics, which claimed 32 of these
hours). While most of these students elected some work in the physical
sciences, the principal selection was mathematics, preliminary to the
study of business statistics. Once again the neglect of other fields was
notable, which showed that few students in this field used their early
college years to extend their understanding of American and foreign
cultures, of the biological bases for man's behavior, and of social prob
lems other than those dealt with in economics courses. Women students
did slightly better in this respect than men, but the findings indicate that,
for practical purposes, both groups might almost as well have enrolled as
freshmen in a professional school rather than in a liberal arts college.

Implications. These findings show clearly that the requirements of
the particular professional school to which the student seeks admission
playa decisive role in shaping his lower division program. So great is the
conformity that apparently the only way to promote a more liberal type
of education is for the profeSSional school to take a good deal of responsi
bility for this, either by requiring a greater spread in the work presented
for admission, or by taking other steps to convince students that their
S.L.A. College work should not be slanted entirely toward professional
goals.5 Discussions of the value of nonspecialized study evidently carry
little weight with students and their parents if professional faculties do
not give their full endorsement to this effort.

While broader study programs would contribute to professional ef
fectiveness, and might even be sold to skeptical students and faculty
members on this basis, the argument really ought to be based on other
grounds. The prospective doctor, lawyer, or merchant is also a human
being, who should achieve a rich personal life and playa responsible
role as a citizen. To give him an education that promises any less than
this is to fail in some measure in our trust as educators.

• Alert to these problems, the professional faculties at Minnesota have ap
proached them in a variety of ways: by eliminating some requirements, by
permitting reasonable substitutions for certain others, and by emphasizing in their
announcements, that students should not exceed the minimum requirements at
the expense of their general education.



CHAPTER 9

Survey ofLibrary Services to Undergraduates

BY Ruth E. Eckert, E. B. Stanford,
AND Robert J. Keller

TODAY the libraries of American universities are vast storehouses of
human knowledge and culture, quiet strongholds of the Western world.
To make these resources of the human mind readily accessible to stu
dents and scholars, and to aid in their discriminating use, is the special
responsibility of college library staffs.

Keenly aware of the central role of the library in an educational pro
gram, the University of Minnesota has constantly sought to improve its
facilities and services in this field. Some changes have promoted the re
search activities of graduate students and faculty members; others have
sought to make the library a better learning laboratory for under
graduate students. It was with the problems and needs of these latter
students in mind that a cooperative project was launched in February
1950 to evaluate the library's contributions to undergraduate education.
Associated with the library staff in this study were the Senate Library
Committee, the All-University Congress, and the Bureau of Institutional
Research.1

PLAN OF STUDY

The present study was essentially an exploratory one, whose purpose
was to find out how much use undergraduate students made of the
various types of library materials and how satisfied they were with the
services rendered. The present section describes the instruments de
veloped for this purpose, the groups investigated, and certain analyses
made of the information secured.

Description of Questionnaires. In order to secure both undergraduate
and faculty viewpoints on these questions, two blanks of similar nature

1 Dr. Robert B. Sutton, who was research associate in the Bureau, assisted
greatly in coordinating the plans of these groups and in developing the question
naire used in this study.
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were devised to survey the library experiences of these two groups of
respondents during the immediately preceding quarter (fall 1950).

The four-page multilithed questionnaire for undergraduates requested
certain personal data (including sex, place of residence, class status, and
grade average for the fall quarter), and considerable information re
lating to the student's use and evaluation of different types of library
services. The faculty blank largely paralleled the undergraduate ques
tionnaire, except for the omission of the background information re
quested of students and the inclusion of a section relating to the amount
and nature of library work which was being required of each respondent's
undergraduate students.

The Undergradtulte Sample. Undergraduate students in approxi
mately 100 classes completeq these blanks during regular class sessions 
a technique which practically assured replies from all students. The
classes involved had been selected, by cluster sampling in a random
order, from alphabetical lists of class sections enrolling from 20 to 200
students in six major undergraduate colleges: Agriculture, Forestry,
Home Economics, and Veterinary Medicine; 2 Business Administration;
Education; General College; Institute of Technology; and the College
of Science, Literature, and the Arts. While the extremely large and very
small classes were thus excluded, a good representation of class sizes
was obtained in this manner.

Usable replies were received from 2288 undergraduates, who con
stituted 14.2 per cent of the students enrolled in these six colleges during
the quarter studied (fall 1950). This was a predominantly male group
(75 per cent), with the sample closely resembling the population of these
colleges in this respect. Though the sample contained too many students
from the four professional schools to be quite representative of the six
colleges combined, there were sufficient replies from each unit (ranging
from 187 in the General College to 670 in the College of Science, Litera
ture, and the Arts) to justify separate study of these college groups.

Students' reports on their fall quarter achievement showed that most
individuals had earned a C or C+ grade average. Only 85 reported less
than a C average and 66 claimed almost a straight A record. The re
ported median grade of C+ is well above the average achieved by
freshmen and sophomore students. This discrepancy is partially ac
counted for by the fact that 64 per cent of the present students were
upperclassmen, whereas only 49 per cent of all students in these six col
leges were classified as juniors and seniors during fall quarter 1950.3 To

2 This title will be abbreviated to "College of Agriculture" hereafter.
S From mimeographed enrollment reports of the Office of Admissions and

Records: "Collegiate Attendance by Colleges and Schools. Fall Quarter 1950,
Close of 2nd Week, October 13, 1950."
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offset this sampling bias, the response of lowerclassmen and upperclass
men have been compared on several important points.

More than half (52 per cent) of these students lived at home; a
sizable percentage (14) lived in University-maintained residences; fra
ternity, sorority, and private dwellings accounted for the rest. The typical
student spent half an hour reaching the campus; only 30 per cent lived
within convenient walking distance (not more than 15 minutes from
the campus).

The Faculty Sample. Questionnaires were mailed to alternate names
on an alphabetical listing of faculty members in these six participating
colleges. While 69 per cent of the 536 faculty members queried returned
the blanks, only 211 of the 388 replies could be used. The remaining
persons either reported no undergraduate classes or failed to supply
most of the requested information. A chi-square test of homogeneity
showed that the cases used were representative of the teaching staff in
these six units, with respect to both college and rank.

Analysis of Returns. Student and faculty replies were coded, trans
ferred to Hollerith cards, and tabulated for the total groups involved and
for relevant subgroupings. After findings had been translated into per
centages or other summary statistics, appropriate tests were applied
to discover whether apparent relationships exceeded the limits of sam
pling errors. Differences cited in the text of this report 4 met the 1 per
cent level of significance unless otherwise specified.

REPORTED USE OF LIBRARY BY UNDERGRADUATES

In order to determine how extensively the University library was used
for assigned course work and for general study, two major items dealing
with these points were included in the student questionnaire.

Use in Connection with Course Assignments. Each undergraduate
was asked to indicate, for each course taken during the fall quarter,
whether the work had required "extensive," "some," or "no" use of library
facilities. The replies were summarized by arbitrarily assigning 2 points
for each course in which a student reported "extensive" use and 1 point
for those in which he indicated "some" use, and then adding these figures
to obtain a measure of required use. This resulted in a total score for
each student ranging from 0 (no use required in any course) to 9 (the
highest level of use found, equivalent to "extensive" use in four courses
and "some" use in a fifth).

One striking finding was that a sixth (16 per cent) of all these under-

• Because this is an abbreviated report, analyses made for the various sub
groups mentioned above will normally be mentioned only if some significant
relationship emerged. Persons interested in a fuller account are referred to ma
terials on file in the Bureau of Institutional Research.
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graduates reported no required use of the library in connection with any
of their fall quarter courses. Another quarter (24 per cent) said that they
had been expected to make "some" use in only one course carried that
quarter. For another fifth (21 per cent) library assignments had been
limited to "extensive" work in one course or "some work" in two courses.
This means that less than two fifths (37 per cent) of all these students
had been expected to make systematic use of the library in at least half
of their fall quarter courses. Even in the case of college seniors, who
reported the greatest use of library facilities, this figure mounted to
include only half (49 per cent) of the group. In view of the library's
tremendous potential contribution to undergraduate instruction, these
figures seem disquietingly low.

Women had apparently elected more courses requiring library as
signments than had the men; this diHerence is undoubtedly related to
college membership, since least use of the library was reported in the
units that enrolled very large numbers of men students, such as the
Institute of Technology and the School of Business Administration. Half
of all respondents in these divisions reported either no use of the library
or limited use in connection with a single course. Education students
topped the other five college groups in required library work; half of
them reported fairly systematic use in most of their courses.

How did these findings compare with the faculty's perspective on this
same point? Were college teachers expecting their undergraduate stu
dents to make much use of the library? Direct comparisons of faculty
and student responses were impossible, since faculty members typically
listed fewer courses than did undergraduates, and the faculty reports
were not weighted by the number of students taking these courses. Con
sequently, only a simple tabulation could be made of faculty reports on
undergraduate courses, indicating the percentage of courses in which
these various levels of usage were expected.

In general, the picture is fairly consistent with the students' replies.
In a sixth (16 per cent) of all undergraduate courses taught, faculty mem
bers did not expect students to use the library at all. These tended to be
large junior college courses, so that many more students were aHected
than in the 19 per cent of the courses in which faculty members required
extensive library usage. In two thirds of all courses faculty members
anticipated "some use." Students' reports suggest, however, that these
modest hopes were often not realized. Senior staH members usually
required more library work than did their junior colleagues, which is
reasonable in view of marked diHerences in the academic levels of the
courses they taught. Student reports as to the emphasis which diHerent
colleges place on library work were corroborated by these faculty reports.



94 A University Looks at Its Program

In order that problems relating to students' use of the library might
be identified, eight major types of student assignments were listed on
both the student and faculty blanks, and the respondents were asked to
rate the quality of the services provided for each type of assignment.
Although this report is primarily concerned with these latter evalua
tions, the replies also shed some light on the comparative use made of
the different types of assignment.

The most frequent library assignment, mentioned by 72 per cent of
the students and 55 per cent of the faculty, was to specific chapters or
pages of books placed on reserve. Other fairly common types of assign
ments involved individual titles from the general collection, specific
magazine articles, and term reports requiring use of several books.
Least frequently required were compilation of bibliographies (men
tioned by 48 per cent of the students but by only 25 per cent of the
faculty) and the investigation of topics or questions involving use of
many books and magazines (43 per cent and 31 per cent, respectively).
Broad problems which tax the student's initiative and resourcefulness in
discovering pertinent library materials were apparently used much less
often than assignments to specific books and periodicals.

Use of the Library as a Place of Study. Students reported that most of
their studying was done in their own rooms. Three fourths of these
undergraduates (76 per cent) spent most of their study time there;
only a tenth (10 per cent) reported extensive use of the main library
for this purpose. Another three fifths (57 per cent), however, said that
they did some of their studying in the central library rooms.

A significantly higher percentage of freshmen and sophomores re
ported use of the main library for study purposes (80 per cent as against
64 per cent for upperclassmen). Freshmen also made somewhat greater
use of the Twin City public libraries for this purpose. As might be ex
pected, students in colleges which maintain extensive departmental
libraries or are removed some distance from the main library reported
considerably less use of the latter.

Students who resided close to the campus (within 15 minutes' travel)
actually reported less studying in the University library than those living
at a greater distance. The latter individuals undoubtedly spent longer
periods at a stretch on the campus and hence used time between classes
for study purposes. On the other hand, students in the immediate area
seem to have found it more convenient to study at home.

INSTRUCTION RECEIVED IN THE USE OF THE LIBRARY

Most students reported that they had received some library instruc
tion, although this was usually of a casual nature. Only 4 per cent claimed
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to have taken a regular course dealing with this problem. More than half
(52 per cent) indicated that their formal instruction had been limited to
one or two exercises in some other course; another 22 per cent stated
that such instruction had come through individual counsel from some
teacher or librarian. The remaining students (22 per cent) said that they
had never received any sort of training in the proper use of library mate
rials or services.

Students in some colleges or divisions apparently receive more sys
tematic instruction in library use than do undergraduates in other units.
Thus slightly more than three fifths of the Agriculture and Technology
students reported specific library exercises in certain of their courses,
as compared with only two fifths of the Business and a third of the
General College students. The General College group, however, had
apparently received more personal help, and a slightly higher percentage
of students in this college than in other colleges had taken a special
course in this field.

APPRAISAL OF LIBRARY SERVICES PROVIDED FOR UNDERGRADUATES

Both faculty members and students were asked to evaluate the help
which the library staff provided on eight types of assignment involving
use of the library. In addition, they were invited to identify inadequacies
in library service, particularly those which might tend to restrict under
graduate use of the library.

Help Received on Various Types of ASSignments. Both students and
faculty were asked to rate these special library services on a four-point
scale ("excellent," "good," "fair," and "poor"), and to leave blank any
services they had not used (or, in the case of faculty members, had not
expected their students to use). As has been indicated earlier, the num
ber of persons making such evaluations varied markedly from one item
to another, sometimes totaling less than half of the respondents. This
variation precluded any precise comparisons of the services involved,
although the replies do indicate some interesting, and probably sig
nificant, differences in the attitudes of persons using these several library
services.

On the whole, the services rendered by the library in connection with
class assignments were rated very favorably. The high percentages of
those who gave "excellent" or "good" ratings, ranging upward from 70
per cent of the faculty and 64 per cent of the students who had used
a particular service, indicated real satisfaction. Variations by type of
assignment are summarized below.

1. "Chapters or pages in books on reserve." As shown in Table 11,
both faculty members and undergraduates indicated reserve-book serv-



• The N in each instance indicates the number who had experienced a given
type of assignment. The percentages at the ri?ht were computed on this basis.

b To conserve space, the "excellent" and •~ood" ratings alone are reported; the
other respondents checked the "fair" or "poor' categories.

ice as the most satisfactory among those listed. The two top ratings ("ex
cellent" and "good") were selected by 78 per cent of the students and 91
per cent of the faculty, and more than half checked the highest category.
Among student groups strongest endorsement came from the College
of Agriculture, where 85 per cent of those who had used this service gave
"excellent" or "good" ratings. Even the lowest percentage (71 per cent
for the General College group) indicated substantial endorsement. Stu
dents who had received superior grades or who had had some formal
instruction in library use seemed particularly pleased with the reserve
book service.

2. "Individual titles to be read or consulted from the general collec
tion." \Vhile respondents also rated this service favorably, somewhat

A University Looks at Its Program

Table 11. Student and Faculty Ratings of Library Services Rendered in
Connection with Various Types of Class Assignments

41.9%

48.5

45.7

46.9

46.1

45.4

46.2

52.4

29.4

25.8

39.5

32.7

30.1

37.5

48.7%
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Chapters or pages in
books placed on
reserve 1657

Individual titles to be
read from general
collection 1049

Magazine articles to
be read 1367

Topics to be studied
without specific as
signment to certain
titles 1372

Bibliographies or lists
of references to be
compiled 1099

Term reports involv
ing consultation of
several books or
articles 1478

Problems involving
use of a specific
book or books .. 1189

Topics or questions
involving use of
many books and
magazines 981
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less enthusiasm was shown than for the reserve-book service. Two thirds
of the undergraduates who had used this service, however, and five sixths
of the faculty, gave "excellent" or "good" ratings (largely the latter).
In the interpretation of these figures, it must be remembered that less
than half the students and staff rated this service; this in itself is inter
esting evidence that this service is not as popular as that associated with
reserve books. In general, women students seemed less pleased than
men - a sex difference that again is probably associated with college
membership, since students in colleges enrolling men predominantly
(Agriculture, Business, and Technology) tended to give higher ratings
than other students did.

3. "Magazine articles to be read." Students evidently experienced few
difficulties with assignments involving the use of specific periodicals, for
about three fourths of them (77 per cent) rated such service as "excel
lent" or "good." Faculty members likewise thought highly of it, for 84
per cent marked one of the two top ratings. Except for the fact that
General College students were not quite as pleased as others, there were
no significant differences among the groups studied.

4. "Topics or subjects to be studied without specific assignment to
certain titles." For this type of assignment, which puts a much greater
burden on the individual student, the service was rated somewhat less
favorably. Only 22 per cent of the undergraduates appraised it as "excel
lent" (about half the number who gave the reserve-book service this
rating) and less than a third of the faculty (29 per cent) checked this
highest rating. But many others (45 per cent of the students and 46 per
cent of the staff) rated the services involved as "good."

Students who had received some type of library instruction were more
favorably inclined tban those who reported none, which suggests that
such teaching helps students to be more resourceful in their use of
library facilities. Thus three fourths (76 per cent) of the students who
had taken a course dealing with library usage gave the two top ratings,
while three fifths (61 per cent) of those lacking such instruction gave
those ratings.

5. "Bibliographies or lists of references to be compiled." This, too,
was a low-ranking item, although the majority of students and faculty
members considered the service satisfactory (see Table 11). Again, this
type of assignment makes a heavy demand upon the student's knowledge
of library materials and facilities. In view of this, it was not surprising
that freshman students experienced more difficulties in compiling refer
ences than did upperclassmen. Students reporting less than a C average
or no library instruction also made the less favorable evaluations.

6. "Term papers or reports involving consultation of several books or
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articles." Most faculty members and students were reasonably satisfied
with the services rendered, although some restraint was shown in their
ratings (see Table 11). Thus only a fourth of the undergraduates who
had experienced this type of assignment rated the service as "excellent:'
This suggests a need for improvement, if only in methods of alerting
students to the many types of assistance offered by the library staff and
to the information available through intelligent use of book and periodi
cal indices and card catalogues.

Among the various groups studied, Business students who had ex
perienced this type of assignment gave the most favorable ratings (77
per cent gave either "excellent" or "good" ratings) while General College
students gave the least favorable (63 per cent gave the two highest
ratings). Among students who complained most about lack of help on
this kind of assignment were those who had achieved less than a C
average and those who lacked any instruction in library use.

7. "Problems involving use of a specific book or set of books." When
the assignment was a very definite one, involving use of a specific title,
the service was rated quite high. Faculty members rated this second
highest of the eight assignments listed on the inventory (85 per cent gave
"excellent" or "good" ratings as compared with 68 per cent of the stu
dents). Men students, again, were generally more favorable than women.

8. "Topics involving examination and use of many books and maga
zines:' Not only was this type of course assignment reported least fre
quently, as was mentioned earlier, but the services involved were least
favorably rated. Only 20 per cent of the students and 26 per cent of the
faculty gave "excellent" ratings, though almost another half thought it
"good:' Senior college students were a little more favorable than lower
classmen, and Business students were more favorable than those in
other colleges. Women students were again more critical than the men.

Reasons Ascribed for Inadequate Services. Given an opportunity to
indicate reasons for any deficiencies in library service, undergraduates
and faculty members indicated a variety of contributing factors (sum
marized in Table 12). The majority of the students believed that they
were handicapped in their use of the library by "an insufficient number
of copies of assigned materials" (53 per cent believed this to be one
factor, while 30 per cent, included in the foregoing, emphasized this
as the single most important weakness in library service). The statement
"my own lack of knowledge about how to use the library" was the next
most frequently endorsed reason (44 per cent checked this, while 19 per
cent gave it top priority). Students ranked "the complexity of ordering
and delivering books" and "inadequate direction from the faculty in the
use of the library" third and fourth among the nine suggested reasons.
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Table 12. Reasons Given by Students and Faculty Members for
Certain Inadequacies in Library Service
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Reason

Percentage Who Thought Reason Applicable

Students Faculty
(N=2288)" (N=211)"

Insufficient number of copies of materials
assigned 52.6 57.2

Lack of knowledge on part of students about
how to use the library 43.9 60.3

Complexity of locating and delivering books
to students 38.8 31.4

Inadequate direction from the faculty as to
how to make the best use of the library ... 36.2 71.1

Insufficient space for open-shelf collections .. 31.8 29.9
InsuffiCient number of titles on subjects as-

signed 26.8 19.6
Insufficient seating space in library . .. 22.6 28.9
Lack of adequate library staff. . . . . . . . . . . .. 18.1 13.6
Library materials not located conveniently

enough to classrooms and offices 17.3 31.9
Lack of cooperation and understanding on

the part of the library staff 10.4 3.8
Inadequate information furnished the faculty

as to available library materials . . . 35.1

" The number who responded to each item, indicating that it was, in their judg
ment, applicable or inapplicable, varied somewhat from item to item. The percent
ages reported are in each instance based on those who actually replied.

b Not on student blank.

Faculty members agreed in selecting three of these as top-ranking
reasons. They acknowledged, by a large vote (71 per cent), their own
failure to instruct students in the proper use of the library, gave second
place to students' failure to seek the help they needed (60 per cent),
and third to the limited number of copies of frequently used books (57
per cent). The remaining reason selected by students ("complexity in
locating and delivering books to students") was slightly outranked by
two other faculty criticisms: that "inadequate information is furnished
to the faculty as to available library materials" (35 per cent), and that
"library materials are not located conveniently enough to classrooms
and offices" (32 per cent).

The effiCiency of the library staff itself was not challenged by either
faculty or undergraduates. Only 10 per cent of the students indicated any
lack of cooperation or understanding on the part of the library staff, and
even fewer faculty members (4 per cent) did so. But 14 per cent of
the students and 18 per cent of the faculty judged the library staff too
small to render prompt and efficient service.

Women students, in general, were more critical than men of current
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library services. For example, two thirds of the women (65 per cent, as
contrasted with 48 per cent of the men) complained about an insufficient
number of copies of assigned books; and more women than men (49 as
against 36 per cent) considered the processes involved in withdrawing
books too lengthy and involved. Similarly, women were more likely to
blame their difficulties on the limited library staff, the inconvenient loca
tion of materials, and the small amount of space devoted to open-shelf
collections.

Half of all freshmen criticized the complexity of the scheme for
locating and charging out materials, as compared with only a third of
the seniors. Continued use of the library through the college years had
apparently led to more favorable opinions, though this difference also
suggests that many students who never learn to use the library properly
drop out before the senior college year.

On several of these points the six college groups differed significantly.
Students in colleges using the main library (Education, General College,
and S.L.A. College) were especially prone to criticize the book-delivery
service and the limited size of the library staff. Agriculture students
seemed particularly disturbed about insufficient seating and open-shelf
space (a condition now remedied in the new Agriculture library). Many
Education students also complained that too few copies of assigned
materials were provided, while Business students expressed more con
cern than any other group about their own ignorance of library resources.

Students who had been trained in the use of the library appeared much
more satisfied than other students. The points that differentiated these
two groups most clearly, however, were not concerned so much with the
adequacy of library services as with students' ability to use them effec
tively. Thus more of the uninstructed than of the instructed students
blamed their own lack of library know-how and the inadequate help
they received from their teachers on assignments that involved library
research.

RECOMMENDATIONS FOR DEVELOPMENT OF LIDRARY SERVICES

Most of the points touched upon in the foregoing analysis of library
deficiencies were also included in a section inviting student and faculty
recommendations. This provided additional evidence concerning the
attitudes of these groups toward library services.

Both students and faculty members were strongly convinced that more
instruction on how to use the library should be given students.5 Nearly

• Since these recommendations closely parallel the deficiencies in library service
discussed in the preceding section, the table on this point is omitted from this
abbreviated report.
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four fifths (78 per cent) of the faculty endorsed this as one recom
mendation for improving library service; nearly one fifth (included in
the above) believed this to be the most important single item. Like their
teachers, undergraduates overwhelmingly favored more instruction in
how to use the library (81 per cent checked this, with 22 per cent giving
it highest priority). Both groups believed that the faculty, too, could
profit from more library instruction (46 per cent of the staff and 61 per
cent of the students recommended this) and identical proportions of
both groups (60 per cent) thought that better plans ought to be worked
out for keeping the faculty informed as to available materials in their
own fields.

Other popular suggestions, endorsed by at least half the student group,
included the provision of more copies of assigned books, easier access to
new books, more open-shelf collections, special collections of books on
occupations and of those designed for leisure and recreational reading,
more study space elsewhere on campus, and a greater variety of titles on
certain subjects. These were also recommended by faculty members, al
though the figures were usually not as high as for students. Faculty
members with professorial rank seemed especially concerned about
developing their own library reserve shelves. Least frequently recom
mended was an increase in the number of library staff members to assist
students and faculty, suggested by 27 per cent of the faculty and 37 per
cent of the students. Those who added free comments touched, for the
most part, on the advisability of liberalizing reserve regulations and of
improving the library's heating and lighting systems.

A few interesting differences emerged from a closer study of students'
responses. Thus women students made a stronger plea for more library
staff assistance, and for easier access to recreational reading and to new
books in all fields. More men, on the other hand, urged extensions in
present collections of books on how to study and on occupations. Simi
larly, more freshmen than seniors favored collections of how-to-study
books and recreational reading. Differences among the various college
groups followed closely those pointed out when library deficiencies
were discussed.

A fairly direct relationship prevailed between students' academic per
formance and the types of changes these students would like to see made
in library services. Superior students seemed more eager to examine new
books and collections designed for leisure reading, which suggests their
greater breadth of interests. Those with lower grade averages, on the
other hand, were more concerned about obtaining books on how to
study, some instruction in library use, and more study space in the
library.



SUMMARY AND IMPLICATIONS

The present survey was designed to throw light on undergraduate use
of the library and the attitudes of both faculty and students toward the
services provided. Of the many significant findings, only a few major
points will be repeated here, with chief attention given to their relevance
to the future development of the library program.

1. The University library (including its several departmental
branches) is not being used as extensively as might have been expected
were it generally recognized as one of the primary learning laboratories
for undergraduate students. The majority of courses these students took
did not require very systematic use of the library - a fact which suggests
that these college students may not be gaining certain desirable experi
ences in selecting and using books, periodicals, and other library
materials.

2. Utilization of library materials by students in connection with
their course work tends to be of a routine nature, involving references
to specific books or periodicals. Faculty members seem to be giving stu
dents too little practice in searching out references, so that many students
do not develop skills they will need in their own independent study.
Unless students become resourceful in their use of the library during
college years, they may never realize its great potential.

3. Students and faculty alike are generally pleased with library
services, giving special praise to those phases associated with the reserve
shelf collection and the periodical room.

4. Asked to single out weaknesses and suggest improvements in
library services, faculty members and students gave strikingly similar
replies. In the eyes of both groups, the library needs to increase its
number of copies of frequently consulted works, expedite the processes
involved in locating and delivering books, devote more space to open
shelf collections (especially those dealing with occupations, study tech
niques, and recreational reading), and provide easier access to new
books. Neither faculty members nor students felt that the library staff
had been negligent in its performance of services but a number of
respondents did advocate an increase in its size.

5. The largest improvement that could be effected, in the judgment
of both faculty and students, would come through more explicit instruc
tion in library usage. Such instruction would not be confined to students,
but would also reach faculty members, thus enabling them to direct
students to more effective use of library facilities. It was also suggested
that the library improve its system of notifying faculty members when
significant additions or changes are made in the collections in their
special fields.
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The present survey underscores the need for promoting more effective
undergraduate use of the University library. While both faculty and stu
dents appeared quite satisfied with many aspects of library services,
there is dearly room for improvement. If the library is to make its great
potential contribution to undergraduate education, the members of the
teaching and library staffs must cooperate to a still greater degree, certain
library facilities and services must be extended, and a broad program
of instruction in library usage must be developed.



CHAPTER 10 .

An Experimental Study
in Elementary College Physics

BY Haym Kruglak AND C. Raymond Carlson

NUMEROUS studies in science education have compared the outcomes
of instruction by lecture-demonstration with those of the individual
laboratory method. In 1946 Cunningham 1 examined and evaluated
thirty-seven investigations dealing with this problem but was unable to
conclude from the evidence which of the two methods was superior.
Such a conclusion was precluded in some studies by inadequate experi
mental design, in others by obsolete statistical techniques, inadequate
evaluating instruments, hazy formulation of the problem, or insufficient
description of procedure. All these weaknesses indicate a need for addi
tional research.

The outcomes of laboratory instruction are of special interest and
importance in the elementary college physics courses. Much time,
energy, building space, personnel, and money are spent each year on
instructional laboratories. Yet reliable studies to determine the most
effective teaching and equipment methods are practically nonexistent.

THE PROBLEM

The present investigation was designed as a pilot study to compare the
effectiveness of two methods of teaching laboratory physics at the college
level. One method was the conventional type of physics laboratory situa
tion in which students worked in pairs with a complete set of equipment

NOTE: This pilot study was sponsored and supported by the Bureau of Institu
tional Research. Assistance was rendered by many other persons, however, including
J. W. Buchta and Clifford N. Wall of the physics department, and P. O. Johnson
and C. J. Hoyt from the College of Education. Statistical computations were com
pleted under the supervision of Margaret G. Abernathy, Bureau of Institutional Re
search.

1 Harry A. Cunningham, "Lecture Demonstration versus Individual Laboratory
Method in Science Teaching," Science Education, 30:70-82, March 1946.
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for the assigned experiment. Under this method the students arranged
and manipulated the apparatus, collected and recorded data, and sub
mitted a written report. The instructor was on hand to help when needed.
In the second or demonstration method only one set of equipment was
provided for the entire laboratory group, and demonstrations were per
formed only by the instructor, who assembled and adjusted the equip
ment, made the readings, and organized the data to be used by students
in the computation of results.

Essentially the problem could be resolved to that of testing the follow
ing null hypothesis: No difference in learning outcomes appears between
students who perform conventional laboratory experiments in ele
mentary physics and students for whom the same experiments are
demonstrated by the laboratory instructor.

The experiment was undertaken primarily to determine the relative
merit of the individualized laboratory and the demonstration methods
of teaching college physiCS. It seemed that this could best be done by
evaluating achievement in terms of specific outcomes of laboratory in
struction, using a "practical," behavior-sampling type of test in con
junction with pencil and paper examinations. If it were shown that there
was equivalent or better achievement by students in the demonstration
laboratory, this would allow for considerable economy of apparatus,
utilities, space, and labor.

Nature of the Course and Student Characteristics. The experimental
and control groups were drawn from students enrolled in Physics 2 and
Physics 2a at the University of Minnesota during winter quarter 1950.
Both of these were middle courses in a three-quarter sequence and dealt
with elementary, nontechnical instruction in electricity and magnetism.
The enrollment during winter quarter 1950 for the two classes was 300
students, of which 165 were registered in Physics 2a. The large majority
of students were male, with only 40 (less than lout of 7) women en
rolled.

Physics 1-2-3 was described as "a course designed for those who wish
a general cultural introduction to physics but do not plan to major in
that subject." 2 This sequence, a 9-credit course, was a nonlaboratory
course required of majors in architecture, medical technology, and
physical therapy. Physics 1a-2a-3a, a 12-credit course, covered the same
subject matter but required laboratory work and was used to fulfill the
laboratory-science group requirement in the College of Science, Litera
ture, and the Arts. It was required of majors in pharmacy, pre-dental
students, and prospective high school science teachers who did not

• "The College of Science, Literature, and the Arts, 1949-1950," Bulletin of the
University of Minnesota, Vol. 52, no. 12 (March 29, 1949), p. lIB.
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expect to major in physics or chemistry. One year of high school algebra
and plane geometry were prerequisites for both courses. Premedical
students and majors in physics, chemistry, mathematics, or engineering
could not take either course for credit.

The Design and Procedure of the Experiment. A self-contained ex
periment 3 has three essential prerequisites: controls, replication, and
randomization. The first two of these requirements could be satisfied
by a simple 2 X 2 design, comparing the two instructional methods in
the laboratory with two instructors, each of whom taught one control
and one experimental laboratory section. The analysis of variance tech
nique could then be used to test the effect of interaction of instructor
and method, as well as the main effects of instructor and of method. The
least possible replication, two sections, was used in each instance.

The third prerequisite, randomization, was a more difficult matter.
The random assignment of all laboratory students in the population to
experimental and control groups was impossible because of scheduling
conflicts, and because of the necessity of restricting the number of labora
tory instructors to two. The 165 students enrolled for Physics 2a were
therefore requested to furnish class schedules indicating days and
hours available for laboratory work. Tabulation of schedules indicated
that the largest pool of subjects was available on Thursday, 41 available
only in the afternoon and 32 other students only for the morning sections.
On the basis of this information 36 students were selected and assigned
at random to the afternoon experimental and control groups, which were
of equal size, and the 32 available students were Similarly assigned to
morning sections. However, because of ensuing conflicts, cancellations,
absences, and dropouts, complete data were available at the end of the
quarter for only 10 and 9 morning students, and 11 and 8 afternoon
students, for experimental and control groups respectively.

The design for this study included not only the usual control groups
with conventional laboratory instruction, but also another control group
comprised of the 135 students in Physics 2, a course which offered no
laboratory experience. This so-called zero control group of 40 students
was randomly selected from the 64 of these students whose programs
were free on Thursday. Of these students, 35 took the pretests, but only
21 eventually completed the testing program.

An additional so-called R-control group was also available for certain
analyses. This group was comprised of those students in laboratory
physics 2a who had not been assigned to either the control or experi
mental groups. Test data were available for 45 of these students.

• P. O. Johnson, Statistical Methods in Research (New York: Prentice Hall, 1949),
Chap. XII.
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Homogeneity of the several groups was further assured in that the
study was limited to Minnesota high school graduates who had a home
address in the continental U.S.A., had taken a college aptitude test for
which a score was available, and had completed Physics 1 or la at the
University of Minnesota with a grade of D or better.

Of the two graduate assistants selected as instructors for the four
laboratory sections, one was considered by his supervisors to be an
average instructor, the other a very superior teacher. The two assistants
tossed a coin to determine which one would teach the experimental
group in the morning.

Other factors which were similar for the experimental, control, and
zero control groups include the following:

1. The three lectures per week, textbooks, and assignments were the
same. The subject matter was held constant for the experimental and
control groups. The same experiments with the same equipment and
laboratory manual were performed.

2. The tests, including regular course examinations, pretests, and
post-tests, were identical.

3. An equal number of clock hours were spent in the laboratory by
the experimental and control groups (but none by the zero control
group). The laboratories all met on Thursday of each week. If the experi
ment came before or after the theory had been covered in the lectures,
the relationship was the same for the control as well as for the experi
mental section.

4. A short quiz covering some aspect of the theory of the experiment
was given for motivational purposes near the start of each laboratory
period. This served to hold relatively constant the amount of prepara
tion students made before coming to the laboratory class and to induce
students who were not responsible for individually performing the
experiment to come to class prepared.

5. One experimental and one control group were taught by each of
the two laboratory instructors.

The experimental and control groups were subjected to contrasting
kinds of treatment in the laboratory. In the experimental groups the
instructors 4 did all the wiring, meter reading, rheostat adjusting, etc.
The students observed the technique used, examined the apparatus com
ponents, watched for observable phenomena, but did not manipulate,
assemble, or adjust any of the apparatus. Instructors were told to hold
all apparatus up for identification and discussion; the small size of the
groups made it possible for students to have an unobstructed view of

• The two participating instructors were Thomas F. Stratton and Nahmin Hor
witz. Their interest and cooperation were greatly appreciated.
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the equipment. Students were encouraged to ask questions and to
participate in the discussion. Data tables were drawn on the blackboard
by the instructor, or in some cases by a student who acted as recorder
while the instructor was making observations. Students were pennitted
to make some readings but the data used for computations were verified
by the instructor. The students completed their experiments outside
of class, or in class if time permitted, and submitted a written report as
required in the conventional laboratory. Students in these demonstra
tion sections were aware that the method was unique and undergOing
a test. All had been familiar with the conventional methods or labora
tory instruction during the previous quarter of work.

The students in the control groups perfonned the assigned experi
ments in groups of two. Students assembled and adjusted apparatus
under the conventional laboratory method. Again, the data were taken
home by the students and a written laboratory report was required.

Measuring Instruments and Other Data. All students in Physics 2 and
2a were given a theory examination and a written laboratory test during
the first two lecture periods. They also took two "practical" perfonnance
pretests in the laboratory - so-called short-item and long-item perfonn
ance tests. The items in these tests involved observation, selection, ma
nipulation, and assembly of laboratory apparatus. The student entered
the data, diagrams, calculations, etc. into a special examination booklet.

The theory pretest consisted of thirty-three multiple choice items
selected from the Fonns C through F, Cooperative Physics Tests for
College Students - Electricity. The test was designed to measure the
student's initial status with respect to facts, definitions, prinCiples, and
applications of electricity and magnetism, and the items were selected to
parallel quite closely the content of the course. The total administration
time was 50 minutes and the maximum possible score was 132 points.

The laboratory written test consisted of only ten items: seven of the
multiple choice type, one laboratory problem, and two questions in
volving circuit diagrams. The administration time for this test was 25
minutes; the maximum pOSSible score was 10 points.5

The short-item performance examination was designed to measure
SOme basic instrumental skills, skills in the use of the controlled experi
ment, circuit-tracing and assembly, and functional understanding of

• One item from the laboratory written test follows:
) In a balanced Wheatstone bridge the most accurate results are obtained when

(a) the slider contact is near the end closest to the unknown resistance.
(b) the slider contact is near the middle.
(c) the slider contact is near the end farthest from the unknown resistance.
(d) the current in the slide-wire is small.
(e) the slide-wire is exactly one meter long.
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principles.6 On a signal from the instructor, students moved at 4-minute
intervals from one "station" to the next. This test consisted of fourteen
items; the maximum score was 140 points.7 The long-item practical
laboratory performance test was designed to measure skill in solving
more complex problems involving the use of laboratory apparatus. The
test consisted of four problems, with 13 minutes allowed for the com
pletion of each item.8

The final tests were the same as the pretests, except that ten items
from the fourteen-item practical test were converted into pencil and
paper form. The formulation of the item was preserved and the ap
paratus drawings and wiring were made to look as much as possible like
the original laboratory setups. Several members of the physics depart
ment were satisfied with the face validity of all the tests used.

In addition to the objective comparisons between methods and in
structors, student evaluations of instructors and instruction were ob
tained and the classes were also visited several times by professional
observers. High school rank and scores on the ACE Psychological
Examination were obtained from the Student Counseling Bureau.

THE FINDINGS

Test Characteristics and Scores. The basic test data for the experi
mental and control groups have been summarized in Table 13. These
findings show large and significant mean gains between pretests and
post-tests. High scores on all the post-tests exceeded high scores for the
pretests. Similarly, all post-test low scores were higher than pretest low
scores, except in the case of the long-item practical laboratory test, which
yielded so many zero scores that the standard deviations were un
doubtedly affected.

• A typical item in the short-item performance examination is reproduced below:
Location 76
GIVEN: A simple circuit consisting of a battery, resistance, and an unknown element

in a box. A voltmeter and a pair of leads are also supplied. DO NOT DISTURB THE

CIRCUIT.

PROBLEM: By using the voltmeter, determine whether the battery is being dis
charged or charged. Indicate briefly the basis for your decision.
7 The original short-item test contained 16 items, but two of them became worth

less because of an intentional or unintentional change of setting of two instruments.
• An illustrative item from the long-term practical test follows:

Location 34
GIVEN: 0-3 voltmeter, dry cell, decade resistance box.
PROBLEM: To construct a 0-6 voltmeter by using the decade resistance box as an

auxiliary component of the voltmeter.
(a) Draw the circuit you used.
(b) Indicate the method you used including the final reading of the decade box.
(c) Disconnect your circuit before leaving the location.

Move to Location 35 when instructor signals.



Table 13. Summary Statistics for Pretests and Post-Tests in Physics 2 and 2a
Administered to Experimental and Control Groups, Winter Quarter 1950

• The control group of 17 students who took the traditional laboratory course
consisted of two sections: C1 with 9 members taught by Instructor A, and C2 with
8 members taught by Instructor B. The experimental (demonstration) group of 21
students likewise consisted of two sections: E 1 with 10 students taught by Instructor
A and E2 with 11 students taught by Instructor B.

The Hoyt analysis-of-variance method 9 was used to obtain an estimate
of the reliability of the individual tests. The computations were based on
the test performance of the 38 individuals in the combined experimental
and control groups. With the exception of the written laboratory test, the
obtained reliability coefficients were significant in F-ratio at the 1 per
cent level (see Table 14); the reliability coefficient for the written
laboratory test was significant at the 5 per cent level. Nevertheless, the
laboratory tests yielded consistently lower reliabilities than the theory
tests. These lower reliabilities were undoubtedly due to the smaller
number of items and to the fact that the measuring instruments sampled
a variety of skills and aptitudes, rather than a single trait,lO

• Cyril J. Hoyt, "Test Reliability Estimated by Analysis of Variance," Psycho
metrika, 6: 153-60, June 1941.

10 The subjective element in the scoring of the practical examinations was mini
mized by the use of a very detailed key and independent scoring by the two partici-
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Standard
Range of Scores Mean Scores Deviations
Pre- Post- Pre- Post- Pre- Post-

Test and Group' N test Test test Test test Test

Theory test
Control ........... 17 0-80 26-108 27.17 69.72 22.66 24.77
Experimental •• 0 •• • 21 0-67 23-94 14.36 55.32 15.35 18.47
Instructor A ••••• 0. 19 14-67 23-103 25.17 66.28 19.89 24.76
Instructor B ....... 19 Q-8O 26-108 16.36 58.76 19.26 20.02

Laboratory written test
Control .......... . 17 Q-3 2-9 1.29' 6.54 1.16 1.69
Experimental ...... 21 Q-5 3-9 0.92 5.43 1.18 2.11
Instructor A ....... 19 Q-5 3-9 1.27 6.31 1.28 2.13
Instructor B ....... 19 Q-3 2-9 0.94 5.66 1.05 1.57

Long-item "practical" laboratory performance test
Control ........... 17 0-65 0-100 18.13 52.95 21.49 31.20
Experimental ...... 21 0-60 0-90 8.41 29.16 18.24 34.31
Instructor A ....... 19 0-65 0-90 15.00 44.64 21.85 35.83
Instructor B ....... 19 0-60 0-100 11.53 37.47 18.71 34.33

Short-item "practical" laboratory performance test
Control ........... 17 0-87 39-101 33.24 70.97 21.54 17.18
Experimental ...... 21 3-59 18-79 26.08 56.66 15.75 16.79
Instructor A ....... 19 3-65 38-101 32.01 69.47 17.84 15.39
Instructor B ....... 19 0-87 18-93 27.31 58.16 19.66 19.57
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Table 14. Zero-Order Correlation Coefficients between Pretests, Post-tests, and

Other Data in Various Combinations (N = 38) •

Zero Order Correlations
with Post-Tests c

Test

ACE Psychological Examination d •••••

Previous physics grade d •••••••••••••

Pretests
Theory pretest .
Lab written pretest .
Long-item lab pretest .
Short-item lab pretest .

Post-tests
Theory post-test .
Lab written post-test .
Long-item lab post-test .
Short-item lab post-test .

Test
Relia- Written Long Short
bility b Theory Lab Lab Lab

.350 .370 .6400 .20
(.37 0

) ( .25) (.5400 ) (.37·)

.7500 .57" .53. 0
) .57"

(.7800
) (.42")( .4300

) (.63")

.8000 .6900 .32 .47 .61

.400 .43 .24 .42 .54

.4400 .47 .27 .60. 0 .58

.6500 .57 .25 .47 .61 00

.7400 .52" .5200 .51"

.5400 .360 .52"

.4900 .41 0

.4300

• Combined experimental and control groups were employed in computing test
reliability and correlation coefficients.

b The Hoyt analysis of variance method was used to obtain estimates of reliability.
Significance was tested by analysis of variance F-ratio.

C Significance of r's is indicated by single and double asterisks (0 indicates 5 per
cent level, .. indicates 1 per cent level).

d Correlations between pretests and the ACE Psychological Examination and
previous physics grades are shown in parentheses. The correlation between the ACE
Psychological Examination and previous physics grade is .28.

Zero-order correlations between the initial and final measures were
also calculated in various combinations for the 38 selected individuals, as
shown in Table 14. These statistics were used as a guide to a more elab
orate analysis later.

The low correlations between the ACE Psychological Examination
scores and scores on the several theory and laboratory written examina
tions were not surprising since the ACE examination has usually been
a relatively inefficient predictor of achievement in physics. This is
indicated too in the low and nonsignificant correlation between the ACE
and previous physics grades of students participating in the experiment.
The relatively high correlation between the ACE and the long-item prac-

pating instructors. Analysis of variance to test the reliability of scoring of the
long-item and the short-item practical pretests for 23 students showed no significant
difference between the grades of the two instructors. Separate mimeographed tables
summarizing this finding and other detailed statistics and computations are avail·
able upon request to the director, Bureau of Institutional Research.
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tical test appeared to indicate the insightful nature of these test items,
while the very low and nonsignificant correlation with the short-item
practical test seemed to emphasize the nonverbal, instrumental aspect
of these test items. The highest correlation was obtained between the
previous physics grade and the theory test (both pretest and post-test
administrations). This finding seemed to indicate that the previous
physics grades were based largely on technically similar tests, sampling
similar types of skills. Since all the coefficients between previous physics
grades and the criteria exceeded 0.50 and were significant at the 1 per
cent level, an analysis of covariance (with the previous grade held con
stant) was indicated. In like manner the similarly significant correla
tions between the pretests and post-tests, with the exception of the
laboratory written test, also indicated the desirability of employing an
analysis-of-covariance technique in order to partial out the effects of
the pretest.

The intercorrelations between the post-test scores of the several
tests, as shown in Table 14, indicated positive and significant relation
ships. However, the correlations were sufficiently low to justify the as
sumption that the four tests measured related but distinct outcomes.

Comparative Ability of the Selected Groups. An analysis of variance
and covariance was used in order to make comparisons among the four
sections of experimental and control groups with respect to initial ability,
and the combined four groups with the zero-control (nonlaboratory)
and R-control (laboratory) groups. The interaction effects for instructor
and method (I X M) were also tested and found to be indistinguishable
from residual error for the six initial measures - ACE Psychological
Examination, previous physics grades, and the four pretests constructed
for this study. Interaction variances and residual error variances were
consequently combined to test the main effects. The differences between
experimental and control groups were significant at the 5 per c~nt level
on the theory pretest for the two experimental and two control groups,
favoring the conventional laboratory procedure. Holding the ACE scores
constant by use of analysis of covariance did not affect the level of
significance on this test, but similar treatment on the basis of previous
physics grade eliminated this significance. No significant differences
between the two instructors were found on the theory pretest but when
ACE scores were held constant by analysis of covariance, a difference
significant at the 5 per cent level was noted in favor of the conventional
laboratory and instructor A. Comparisons on the remaining five initial
measures showed no significant differences between methods or in
structors. Consequently, the assumption that the experimental and
control groups were comparable in initial ability seemed justified.
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The hypothesis that there was no difference on the six initial measures
among the experimental-control, the zero-control, and the unselected
laboratory groups was also tested by the analysis of variance. These
findings indicated that the 38 students in the experimental-control groups
were comparable in ability and background to the zero-control group
(nonlaboratory) and to the remaining R-control group who took physics
laboratory for credit. The four selected experimental and control groups
assigned to instructors A and B thus appeared to be a representative
sample of the total laboratory population.

Comparison of MethotiY and Instructors. Analysis-of-variance and
analysis-of-covariance techniques were used to test the hypothesis that
no differences existed between the methods of instruction or between
instructors. These techniques were also used to test for interaction among
the four instructor-and-method groups for each of the four criterion
post-tests. Though the post-tests were identical with the pretests, it is
doubtful that there was much practice effect. None of the test items was
used for instructional or test purposes during the course; nor did the
students know that they were to take these same items later.

In a statistical sense this basic hypothesis was tested by the analysis
of variance; by the analysis of covariance, with the pretest held constant;
and by the analysis of covariance, with the pretest and previous physics
grade held constant. The results are summarized in Table 15.

No significant differences between methods or instructors were found
on the theory test and on the laboratory written test. The conventional
laboratory method was found to be superior to the demonstration method
at the 5 per cent level on the long-item practical test. However, the
analysis-of-covariance technique could not be used to hold initial
achievement constant in this case because of non-homogeneity of vari
ance. Inspection of the scores revealed that the items on the long-item
practical test were too difficult for students in this particular course.

The conventional method was definitely superior to the demonstra
tion when the analysis of variance was used on the short-item practical
test. However, when the pretest was held constant, the superiority was
reduced from the 1 per cent level to the 5 per cent level. The differences
disappeared entirely when the pretest and previous physics grade were
partialed out. Instructor A's group was also superior to instructor B's
group on this test (the sbort-item practical laboratory test) at the 5 per
cent level. (It is of interest to note at this point that the four profeSSional
observers who visited the classes from time to time rated instructor A
inferior to instructor B.) However, the significance of this difference dis
appeared when the pretest and the previous physics grade were held
constant by analysis of covariance.



Table 15. Summary of Analysis of Variance and Covariance Testing of the
Hypothesis That No Differences Existed between Methods and between

Instmctors for the Experimental and Control Groups (N = 38) •

• Interaction mean squares were all found to be nonsignificant (p>.05) except
for the long-item practical test which yielded a probability in the region of doubt
(.OI<p<.05). The assumption of homogeneity of within-groups variance was tested
in each instance and found tenable except as noted for the long-item lab test.

In similar fashion it was possible to test the hypothesis that the zero
control group did not differ from the 38 selected individuals in the
experimental and control sections, in final achievement on any of the
four criterion tests in this study. Previous analyses had shown no differ
ences between these groups, in pretests, ACE scores, previous physics
grades, and the four pretest scores. An analysis was then made of post
test scores, holding pretests constant. This procedure tested the hypoth
esis that there is no difference, in achievement on the post-tests, between
the zero-control group which had no laboratory instruction and the
individuals who had such instruction. The selected groups (N = 38)
were thus treated as one group which had the laboratory experience, and

No difference
No difference
No difference

No difference
No difference
No difference

Conclusion for Hypothesis
Relating Relating to

to Method Instmctor

Theory Test
No difference
No difference
No difference

Pretest

Pretest
Pretest and
previous grade

Laboratory Written Test
No difference
No difference
No difference

Pretest

Pretest and
previous grade

Initial Measures
Held Constant
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Pretest
Pretest and
previous grade

Long-Item "Practical" Laboratory Performance Test
Control superior No difference
at 5% level
Variances not homogeneous - statistical
treatment inapplicable

Pretest and Variances not homogeneous - statistical
previous grade treatment inapplicable

Short-Item "Practical" Laboratory Performance Test
Control superior Instmctor A superi-
at 1% level or 5% level
Control superior Instmctor A superi-
at 5% level or 5% level
No difference No difference
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Covariance
Covariance

Covariance

Variance
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Covariance

Covariance

Variance

Covariance

Covariance
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this group was compared with that of the 21 students without such
instruction. The results of the analysis for the four criterion course tests
indicated a significant difference between the groups in all three tests
of laboratory outcomes, but no significant difference on the theory test.
This finding confirmed that significant laboratory outcomes were asso
ciated with the conventional and the demonstration methods of labora
tory instruction, but were not found in groups lacking laboratory in
struction.

Student Evaluation. Students were also given an opportunity to react
to their experiences in the demonstration and control sections, both in
terms of the method and the instructor. A rating scale inventory was
given to all students taking laboratory for credit. This inventory followed
the pattern of the University of Minnesota "Student Report on Classroom
Teaching," with modifications to fit a laboratory situation. The findings
reported here are from 46 students 11 in the four subgroups, experimental
and control, who were taking laboratory for credit.

Students in the demonstration sections were better satisfied than those
in the control sections, with the instructors' clarity of presentation, ad
justment to their level of understanding, and tolerance for differences of
opinion. Control section students rated their experiences higher in the
amount of original thinking demanded, the interest of the work, and the
extent to which the laboratory experience contributed to an understand
ing of lectures and the textbook readings, although the students of both
sections rated this last quality low.

Similar comparison of the two instructors, on the basis of ratings by
their respective students, indicated that instructor B rated appreciably
higher on clarity of presentation, ability to adjust to the students' level,
economical use of class time, and clarity and audibility of speech. The
other instructor excelled in his sense of humor, absence of annoying
mannerisms, rapport with students, and fairness in grading practices.
The second also rated slightly higher in general teaching ability. Only
items which yielded significant differences on chi-square test of homo
geneity have been summarized in this manner.

Students in the demonstration sections (N = 25) were asked ques
tions particularly focused on this method. All these students had experi
enced the conventional method of laboratory instruction during the
preceding fall quarter and were thus presumably capable of making
comparisons. More than half of those responding felt they had had only
casual or practically no opportunity to become acquainted with the
apparatus. Approximately one fourth expressed difficulty in follOWing

11 Forty-six was the number originally emolled. Incomplete test data brought
the number in the analysis down to 38.
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the demonstrations as presented. These students were quite well satisfied
with the amount of time devoted to the theory of the experiment, though
most of the dissenters were of the opinion that too much rather than too
little time was thus utilized.

Two summary questions were asked of students in the demonstration
(experimental) groups. The first question was "In terms of the physics
learned, how would you compare this demonstration method with a
laboratory where you yourself could work the experiment with a labora
tory partner?" Forty per cent felt more was learned when the instructor
performed the experiment, while 28 per cent felt they learned more
"when you do it yourself." Of the balance, 16 per cent were undecided
and a similar number did not respond. The second question asked for
the student's preference as to type of method. Of those who answered
the second question (84 per cent), 36 per cent favored the demonstra
tion method, 16 per cent the conventional method, and 32 per cent
preferred no laboratory at all.

SUMMARY AND IMPLICATIONS

The present investigation has dealt with the learning outcomes of
laboratory instruction in the elementary, nontechnical physics course in
electricity and magnetism at the University of Minnesota, winter quarter
1950. Two experimental and two control groups consisted of students
taking the laboratory work for credit. One zero-control group comprised
students for whom the laboratory work was not required. Individuals in
the above five groups were selected by use of the random sampling
technique, with some limitations. One experimental and one control
group were assigned to each of two graduate assistants who acted as
laboratory instructors. The zero-control group took no laboratory, but
attended the same lectures and took the same tests as the other groups.

In the experimental groups all the assigned experiments were demon
strated by the instructors. The students were not allowed to manipulate
any of the equipment. In the control groups the students performed the
experiments in the conventional manner, working in pairs and following
directions in a manual.

Six measures of the initial status of the selected individuals were ob
tained: their ACE Psychological Examination; final physics grade for
the preceding quarter; theory pretest in magnetism and electricity; a
written laboratory examination; a long-item laboratory performance
pretest; and a short-item laboratory performance pretest. No statistically
significant differences were found among the zero-control group, the
experimental group, and the control group on the six initial measures.
In like manner no differences were observed on the same pretest meas-
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ures among the experimental and the control groups, and the rest of the
students who took laboratory for credit. It was consequently concluded
that the selected groups were representative of the course population.
The theory test and three laboratory examinations were readministered
at the end of the quarter. All four tests had statistically significant relia
bility coefficients both as pretests and post-tests.

The chief findings of this pilot study were as follows:
1. The four laboratory groups were found to be superior to the non

laboratory group on the three tests dealing specifically with laboratory
material, the effects of the pretests being held constant.

2. No differences were noted between the laboratory groups and the
non-laboratory group on the theory test, confirming in this respect the
findings of other lecture-versus-demonstration studies.

3. No significant differences were found on the theory and laboratory
written tests between the conventional laboratory and demonstration
methods of instruction, or between the instructors in this study. Yet, the
conventional method was found to be superior to the demonstration
method on the long-item practical laboratory examination, which was
intended to measure skill in solving complex problems involving use of
laboratory apparatus. Pretest scores could not be controlled in this test
because of failure to meet statistical assumptions underlying use of
analysis of variance and covariance techniques.

4. The conventional laboratory method was found to be superior
to the demonstration method on the short-item practical laboratory test
with the pretest held constant. No differences were noted between
methods of instruction, however, when the effects of the pretest and
previous physics grade were partialed out. One instructor was found to
be superior to the other on the short-item practical laboratory test when
the pretest was held constant, but this difference also disappeared when
the pretest and previous grade were held constant.

The present study has served well as a pilot study in that it has
demonstrated some of the difficulties which arise in the application of
multivariate statistical techniques to learning problems. At the same
time it has demonstrated the usefulness of advanced statistical tech
niques and experimental designs in the study of educational problems.
Extension of the present study was anticipated and has since been com
pleted as the Ph.D. thesis of one of the authors.12 Other applications
are planned and should be found helpful in educational research at all
levels.

U Haym KrugIak, "ExJ;lerimental Outcomes of Laboratory Instruction in Ele
mentary College Physics (Unpublished Ph.D. thesis, University of Minnesota,
July 1951).



CHAPTER 11 .

Measurement of Communication Skills

BY Ralph G. Nichols, James I. Brown
AND Robert J. Keller

THE traditional freshman composition course in the College of Agri
culture, Forestry, and Home Economics at the University of Minnesota
was replaced in 1946-47 by a new communication program identified as
Rhetoric 1-2-3. Although the communication training continued to be
concerned with improvement in writing skill, new and additional em
phasis was placed upon improving the other three skills of verbal com
munication - reading, speaking, and listening.

Preliminary activities necessary in initiating this program consisted
of the selection of available measures of communication skills; the
development of new measures of communication skills; and the study
of communication and other skills to determine which measures would
be most useful in sectioning students or in appraising their progress.
The development of measures of listening skills required most attention,
since this area measuring devices showed least development. The Bureau
of Institutional Research assisted the rhetoric staff in studying certain
of these problems and in developing suitable listening tests.

CHARACTERISTICS OF THE PROGRAM

The chief features of the communication program were its flexibility,
its easy adjustment to student needs, and its emphasis upon individual
student proficiency.

The students were assigned to various sections of communication
courses (Rhetoric 1-2-3) on the basis of their proficiency in the four
skills - reading, writing, speaking, and listening. Initial assignments
were made on the basis of a battery of tests administered the first week
of each quarter, and additional test scores and other information ob
tained from a variety of sources. While experience was being gained in
the appraisal of students' proficiency in the various skills, class assign
ments were made from test records in fairly subjective fashion.
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Students were not required to complete any set sequence of courses.
Rather, different sections of each course emphasized different skills or
combinations of skills, and the proficiencies and deficiencies of each
student determined which of the courses he was required to complete.
Hence some students were exempted from all of the communication
program; others were able to complete requirements for proficiency in
a single quarter. Usually, however, the student was required to enroll in
a section which emphasized one of the four skills and in an additional
one which offered an integration of the four skills.

THE PROBLEM

In order to initiate such a program and to estimate its effects, four
objectives were identified for study: (1) the development of a reliable
and valid listening test which could be used to section students; (2)
determination of the effect of special instruction or training in listening;
(3) a comparison of the effectiveness of traditional freshman composi
tion courses with the new communication program in terms of listening
skills; and (4) determination of the extent of relationships among the
four communication skills, particularly between listening and reading.
A summary of findings for these four objectives is provided in the
present report.!

Development of a Listening Test. The Listening-Efficiency Test de
veloped in this study was based on the fact that college students most
often find themselves in one of two listening situations -listening to
directions or to expository lecture material. Consequently, the test was
constructed to emphasize these two areas: Part I, Listening to Direc
tions; and Part II, Listening to Expository Selections.

"Listening to Directions" consisted of two sections. In Section 1 (30
items), students were asked to follow certain specific directions relating
to a "word table" consisting of 50 very simple words arranged in a grid
form. In the second section (10 items) the numbers 1 through 8 were
listed in consecutive order, and students were asked to follow directions
relating to simple computations and dispositions of these numbers. The
total score for Part I was the sum of the two sectional scores. In Part II,
two literary selections provided material for testing the subject's ability
to listen to expository selections. After each selection had been read
aloud by the test administrator, students were examined by the use of
21 multiple-choice type questions on its content. Several revisions of
both parts resulted in a forty-minute examination designed to measure
listening to directions and expository material.

1 A more complete report of this study has appeared in the Junior College JourTUll
(October 1953): "The Measurement of Communication Skills" by Ralph Nichols
and Robert J. Keller.
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Analysis showed that this revised test had a reliability coefficient of
.94.2 Test validity was estimated indirectly by computing correlation
coefficients between Listening-Efficiency Test scores and high school
rank, college honor-point ratio, ACE Psychological Examination score,
and a Freshman Orientation Test score. Results suggested that the
Listening-Efficiency Test was not overly affected by general intelligence
or achievement as measured by the above variables. The correlation
coefficients among these variables were generally significant, however,
ranging from .16 (Part I with high school rank) to .54 (total score with
ACE). A correlation of .27 between the two parts of the test indicated
that listening to directions and listening to expository material were not
identical skills, at least not as measured by this test.

MAJOR FINDINGS

Effect of Special Instruction on Listening. The Listening-Efficiency
Test was administered as a pretest and post-test in this study of training
effects. Two sections of Communication I, consisting of 14 and 17
freshman students, were selected for six weeks of direct training in
listening, while the remaining two sections, with 42 students, received
only incidental training in listening. Although the untrained groups
were superior to the trained groups on pretest scores, the trained groups
made significant gains in scores during the period of training, while the
untrained groups did not. Because of the initial superiority of the un
trained group, no significant differences were noted between the groups
on post-test results, when post-test scores were controlled by analysis
of covariance for these initial differences in pretests.

These findings provide some evidence that listening is a skill which
is amenable to training. Further evidence is needed, however, concern
ing the retention of this improved proficiency, the effect of instructor
variability, initial status in listening, intellectual ability, and other
factors which may influence listening efficiency, before adequate con
clusions can be drawn.

The Relative Effectiveness of the Traditional versus the Communica
tion Approach. Since a previous group of 97 students had been tested
at the beginning and end of their freshman year on alternate forms of
the Cooperative English Examination, these students were used as a
control group in comparing the effectiveness of the new communication
program with that of the traditional freshman composition course. Two
experimental groups were set up in communication: (1) a random
sample of 70 freshmen who took a regular three-quarter sequence; and

• C. J. Hoyt, "Test Reliability Estimated by Analysis of Variance," Psychometrika,
6:153-160, June 1941.



(2) all 43 freshmen who completed proficiency requirements in only two
of the three quarters. Alternate forms of the Cooperative English Test
were used as pretests and post-tests for both experimental groups. No
differences were noted between pretest Cooperative Test scores of the
control group and those of either of the experimental groups.

Results indicated that students exempted after two quarters of train
ing in communication were as capable as those who received the full
three-quarter sequence. Students who completed either the two- or
three-quarter sequence in communication showed as much gain in
skills of usage, spelling, and vocabulary on the Cooperative English
Test as did those who completed the traditional English program. In
addition, of course, the communication students were presumed to be
learning other skills associated with that course, but comparable tests to
measure these skills were not available for this study.

Correlation between Listening and Reading. Although many stand
ardized reading tests are available at the college level, no comparable
tests of listening ability could be found. Search was consequently made
for a reading test which could be used to measure both reading and
listening ability, with the normal silent reading time approximating the
normal oral reading time so that the speed factor would be controlled
to some extent. One section (Part V) of the Purdue Placement Test in
English appeared to satisfy this criterion and was selected. Since two
comparable forms were available, it was possible to make a fairly exact
comparison by the use of one form as the reading test and the other
as the listening test. These two forms were given at midquarter to 180
first-quarter freshman communication students - 85 from four reading
emphasis sections, 43 from two listening-emphasis sections, and 52 from
three writing-emphasis sections. In one case the students took the test
as a reading test under standardized instructions. In the other, the test
administrator read the 300-word passage aloud. In both cases the stu
dents were given ten identical questions (read silently by the students)
concerning the content of the passage.

ReliabilitY coefficients by the Hoyt technique were fairly high in
spite of the small number of test items and the adaptation of a reading
test for use as a listening test. All reading-listening correlations were low
but statistically Significant, with the highest correlation (.45) being
found between the reading and listening tests in the reading-emphasis
section. The greatest mean gain was noted in the listening-emphasis
sections, and only this difference and the mean gain for the total group
were statistically significant.

These findings suggest that reading and listening skills should receive
direct and separate attention in any course which attempts to integrate
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them. Generally speaking, the lower the correlation (in this case .45 or
less) the more specific attention should be devoted to the separate
skills.

SUMMARY

This report summarizes the results of studies conducted in conJunc
tion with the new communication program in the College of Agricul
ture, Forestry, and Home Economics at the University of Minnesota.
Attempts were made to develop a reliable and valid listening test; to
study the effect of training in listening; to compare the effectiveness of
the traditional freshman composition courses with that of the new com
munication program in terms of usually measured skills; and to study
the relationship between skill in listening and skill in reading.

A forty-minute Listening-Efficiency Test was developed and was
found to have a reliability coefficient of .94. Evidences of validity were
rather meager, but preliminary data indicated that results on this test
were not overly affected by general intelligence or achievement, and
that listening to directions and listening to expository material were not
identical skills.

Findings in one aspect of the study indicated that listening skill could
be improved by training, although further evidence concerning the
retention of this improved skill would strengthen this conclusion. Find
ings on another aspect of the study indicated that students exempted
after two quarters of communication on the basis of their proficiency in
this course were as capable as those who had received the full three
quarter sequence. In addition, students who participated in the com
munication program, with its emphasis upon the four skills - reading,
writing, listening, and speaking - were adjudged to have achieved fully
as much in usage, spelling, and vocabulary as those who completed the
traditional freshman composition course.

Reading-listening correlation coefficients were generally low but
significant, the highest being .45 for a reading-emphasis section. Results
indicated that reading and listening skills were sufficiently different to
merit separate attention during instruction.



CHAPTER 12 .

Prediction ofAcademic Success at
the University ofMinnesota, Duluth Branch

BY Valworth R. Plumb

THE present study concerns the predictive value of certain types of data
for students entering the Duluth Branch of the University of Minnesota.
Two aspects of the problem have been considered: the "general" predic
tion of academic success, as it is measured by the over-all honor-point
ratio for the first year of work; and the "differential" prediction of suc
cess in specific courses, as measured by honor-point ratios in those
courses. The investigation is essentially a correlational study.

Prediction of general academic success was based upon 421 students
(258 men and 163 women) who entered the Duluth Branch in the fall
quarter 1947. The differential prediction involved five subgroups of this
sample, ranging from 108 cases (in predicting success in zoology) to
410 cases (in predicting success in English). Multiple regression equa
tions, which showed the contribution of various possible predictive
measures to success in college, were developed for these groups. These
predictive measures included high school rank, several tests mentioned
below, and certain personal data. The validity of these equations was
then tested by applying them to entering students at the Duluth Branch
the following year.

MAJOR FINDINGS

1. Of all measures studied, the high school percentile rank provided
the best single index of success in the freshman year, both in terms of
general success and of success in specific courses.

2. The American Council on Education Cooperative General Culture
Examination (G.C.E.) proved to be the most useful of the various tests
employed in forecasting both specific and general success in the fresh-

NOTE: This study was undertaken in the partial fulfillment of requirements for
the doctoral degree at the University of Wisconsin, under the supervision of
Professor A. S. Barr.

123



124 A University Looks at Its Program

man college year. Two other examinations published by the American
Council on Education also had some predictive value: the Psychological
Examination and the Cooperative Reading Examination.

3. Neither age nor veteran-status of students was closely related to
success in the freshman year of work.

4. Marked relationship between sex and academic success was indi
cated. Women students made decidedly better records than men stu
dents, as measured by honor-point ratios attained. Furthermore, correla
tions between predictive variables and honor-point ratios were consist
ently higher for women than for men. The only exception occurred when
the mathematics subscore of the General Culture Examination was
correlated with honor-point ratio.

5. The location of a student's home bore some relation to his success
at the Duluth Branch. Students from one zone of residence showed a
definite superiority over the students from at least two other zones.

6. Students who stayed out of school for one year following high
school graduation made lower scholarship records in their first quarter
of university work than did those who came directly to college. How
ever, this disadvantage disappeared by the end of the first year.

7. High school rank and scores on the General Culture Examination
(both total and part scores) proved the best predictive combination,
producing reasonably high multiple correlation coefficients (R). For
example, the most valid two-variable prediction of general academic
success resulted from the combination of high school rank and the Gen
eral Culture Examination total score. This multiple R was .69 for the
men and .81 for the women.

8. The best predictions of success in specific courses resulted from
properly weighted combinations of high school rank and scores on the
General Culture Examination (usually the appropriate part-score).
For example, in predicting success in chemistry, the regression equation
involved high school rank and the sciences sub-score of the General
Culture Examination. Success in English was best predicted from high
school rank and the G.C.E. total score; success in mathematics from
high school rank and the G.C.E. mathematics sub-score; success in
zoology from high school rank and the G.GE. total score; and success
in history from high school rank and the G.GE. history and social studies
sub-score. Multiple R's ranged from .62 to .73.

9. There was a substantial variation in mean honor-point ratios for
the two successive years - particularly those of the women students. It
would seem that the reliability of the criterion of academic success
honor-point ratio - is rather low; this limits seriously the likelihood of
its prediction from the various measures employed in this study.
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The establishment of a "guidance" threshold, based upon predicted
honor-point ratios, may be a useful device in screening applicants for
counseling. The predictive techniques developed in this investigation
may be applied satisfactorily to subsequent classes, although some loss
of efficiency in prediction is to be expected. These techniques should
be evaluated from time to time, and modified to meet changing condi
tions.
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CHAPTER 13 .

Curriculum Evaluation by Former Students of
the College ofAgriculture, Forestry,
and Home Economics

BY Keith N. McFarland AND Margaret G. Abernathy

THE extent to which students' college experiences contribute to their
,post-college activities is one measure of the effectiveness of any school
program. To determine the relationship between curriculum experiences
in the College of Agriculture, Forestry, and Home Economics and post
college work experiences, questionnaires were sent to 1064 individuals
randomly selected from those who graduated from the college during
the years 1931-40 and 1946-49, and to 804 students who had withdrawn
prior to graduation during the years 1937-40 and 1946-49. Attitudes
toward college experiences were sought as well as suggestions and rec
ommendations for curricular change. Completed questionnaires were
returned by 837, or 79 per cent, of the graduates; and 459, or 57 per
cent, of the nongraduates responded. Eighty-six of these latter students
had later enrolled in other college programs, so their responses were not
included in the analysis of nongraduate replies, which therefore num
bered 373. The findings reported in the next section have thus been
based upon the replies of 837 graduates and 373 nongraduates. Because
of the different proportion of returns for each group, direct comparisons
between graduates and nongraduates were not made.

MAJOR FINDINGS

Relationship between College Experiences and Employment. Close
relationships were found between curriculum experiences and both the
first and present job activities of home economics graduates, more than
60 per cent of whom reported that many of their on-the-job tasks had
been related to their school training. Approximately the same percentage
held true for graduates in agriculture, and to a slightly lesser extent for
those in forestry. Few graduates in any curriculum group felt that no
relationship existed.
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Among nongraduates, only 29 per cent in agriculture, 24 per cent in
home economics, and 9 per cent in forestry signified a close relationship
between curriculum experiences and their first jobs. While the agricul
ture response remained the same, these figures rose slightly (to 34 per
cent and 12 per cent for home economics and forestry respectively)
when the relationship between school experiences and the present job
was evaluated. Among agriculture, forestry, and home economics non
graduates, 23, 36, and 23 per cent respectively saw no relationship at all
between their schoolwork and their present employment. These findings
suggest rather clearly that students who drop out before graduation are
at some disadvantage in securing jobs which build upon their college
experiences.

Relationship of Various Sub;ect Fields to First and Present Jobs.
These former students were asked to designate, among the fields in
which they had taken college work (i.e., communication skills, natural
sciences, social sciences, and technical-professional courses), those that
had been particularly helpful in connection with their first and present
jobs. Graduates in agriculture gave highest rating to the technical
professional course area, and rated in a descending order the natural
sciences, communication skills, and the social sciences. Whereas approx
imately 80 per cent noted the technical-professional area as being
helpful, only 40-45 per cent singled out the social sciences. Nongradu
ates in agriculture gave much the same relative ranking, but cited each
area much less frequently. Rather interestingly, communication skills
headed the list of subjects helpful in present jobs.

Forestry graduates also put communication skills at the top of their
list, citing technical-professional courses second. Courses in the natural
and social sciences trailed, although the social science courses were
appraised a little more favorably in connection with present than with
first jobs. The most striking departure from previously noted patterns
occurred among dropouts from the forestry program; only 18 and 28
per cent noted technical-professional courses as helpful on their first
and present jobs respectively, as compared with 49 per cent of the
agriculture dropout sample for both first and present jobs.

Fewer home economics than forestry and agriculture graduates (ap
proximately 50 per cent of prewar, 38 per cent of postwar graduates)
credited the natural sciences with being distinctly helpful on their jobs,
either their initial or their current ones, although two thirds or more
of these samples noted the values of technical-professional, communica
tions, and social science courses. Nongraduates in this curriculum gave
similar evaluations, though again with conSiderably reduced fre
quencies.
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When asked to indicate which field had been most helpful with
respect to both initial and current jobs, the graduates in all groups noted
the technical-professional course area. Nongraduates in agriculture
followed suit, although in markedly reduced proportion, as did those in
home economics. Forestry nongraduates again specified communication
skills as having been most helpful in their post-college employment.

Students' Evaluation of the College Program as Preparation for a
Vocation. Approximately 90 per cent of all these graduates rated their
total programs as having been "very useful and valuable" or as "useful
and valuable" in preparing them for their work. Extremely high ratings
were given more often by agriculture and home economics graduates
than by those in forestry. More than half of the dropouts in agriculture
and home economics assigned to their college experiences as 'prepara
tion for their jobs the two top ratings ("very useful and valuable" or
"useful and valuable"), as compared with 40 per cent of forestry non
graduates. On the whole, however, the dropouts gave much less favor
able evaluations than those who had completed their programs.

Students' Evaluation of the College Program as Preparation for Daily
Living. Although more than three fourths of the graduates in each of
the three curriculums rated their college experiences as having been
either "very useful and valuable" or "useful and valuable" in preparing
them for daily living, home economics graduates were the most con
vinced on this point. Quite significantly, the evaluations of nongraduates
were about as favorable, with 70 per cent of the dropouts in Agriculture,
60 per cent in forestry, and 82 per cent in home economics giving these
favorable evaluations. While failure to graduate seems to reduce greatly
students' estimates of the worth of the college program as preparation
for a vocation, it does not similarly affect their evaluations of college
work as preparation for daily living.

Students' Evaluation of Time and Effort Spent in College Extracurric
ular Activities. Extracurricular activities received strong endorsement
from graduates and nongraduates alike, although no significant differ
ences among the various groups of graduates were found. Approximate
ly four fifths of those in each curriculum rated the time and effort they
had devoted to out-of-class activities as "very useful and valuable" or
"of considerable use and value." Nongraduates also considered these
experiences valuable; although there were no significant differences
among curriculum groups, there was a slight though Significant down
grading from the highly enthusiastic endorsement given by graduates.

Suggestions and Recommendations for Curriculum Content and Or
ganization. Asked to recommend changes in the amount and placement
of work in various subject fields, the graduates in agriculture felt that
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the emphasis on communication skills and technical-professional courses
might be increased, without change in the emphasis placed on the
natural and social sciences. Postwar graduates of this curriculum seemed
especially convinced that more attention should be given to the tech
nical-professional area. Generally speaking, these agriculture alumni
felt that communications and natural science courses should come pre
dominantly in the early part of the curriculum, with the social science
courses scattered throughout and the technical-professional ones largely
concentrated in the last two years.

The agriculture nongraduates would also emphasize more technical
professional training, leaving unchanged the requirements in the other
three fields. But they would prefer to see the technical-professional
courses distributed throughout the four-year program, rather than con
centrated in the final years.

More than half of both the prewar and postwar graduates in forestry
recommended increased course work in communications and technical
professional subjects. They, too, thought that the natural and social
science time allotments should remain unchanged. Opinion was divided
as to whether the communications and social science courses should be
allocated to the first two years or spread throughout the curriculum.
They recommended, however, that the natural sciences should generally
be placed early in the curriculum, while technical-professional courses
should come largely in the last two years. Nongraduate groups made
very similar recommendations.

The majority of graduates and nongraduates in home economics
would leave the communications and social science areas unchanged.
While more than half of the graduates would also keep the same empha
sis on natural sciences, 28 per cent would decrease the amount of course
work in this area, as compared with only 6 per cent who recommended
some increase. Nongraduate attitudes toward the natural sciences were
very similar, and the majority felt that communications and natural
science courses might well be concentrated in the first two years. With
respect to technical-professional courses, 58 per cent of home economics
graduates recommended an increase in emphasis, 4 per cent a decrease,
and 32 per cent no change. A similar trend, but less pronounced, was
observed in the responses of home economics nongraduates.

Recommended Content for a Two-Year Terminal Curriculum. These
individuals were also asked how they would arrange their own pro
grams, with reference to these four basic areas, assuming that they were
entering students and could spend but two years in college. Both grad
uates and nongraduates in agriculture suggested a modest amount of
work in communications and natural sciences, and a much heavier con-
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centration in the technical-professional area. Graduates would prefer
simply an introduction to the social sciences, nongraduates a little more
work in this field. The extent of agreement between graduate and non
graduate groups was unexpected and Significant. The pattern suggested
by former students in forestry parallels that suggested by former agricul
ture students, except for a bit more emphasis upon communications.

Home economics graduates and nongraduates likewise favored a
moderate amount of course work in communications, natural sciences,
and social sciences, with major concentration in technical-professional
courses. They placed less emphasis on the natural sciences than did
students in agriculture and forestry, but saw the need for extensive tech
nical-professional work even more than did the other two groups.

SUMMARY

A close relationship apparently does exist between post-college em
ployment and college experiences. Generally speaking, withdrawal from
college prior to graduation leads to a less favorable evaluation of college
experiences from a vocational point of view, this being especially pro
nounced in the case of dropouts from the forestry curriculum. Most
students, graduates and nongraduates, rate the college program as
distinctly valuable in preparing them for daily living. Students also
esteem highly the contribution to their growth of out-of-class activities.

Graduates from each field studied are interested in seeing more
technical-professional course work added to the curriculum. As time
beyond graduation increases, these former students put an increased
value on their training in communication skills and, to a lesser extent, in
social science. A Significant proportion of former home economics stu
dents believe that the natural science emphasis in the curriculum might
be reduced. Nongraduates agree closely with graduates in recommend
ing content for a hypothetical two-year terminal program, and upon the
placement of courses within the curriculum.

In a nation strongly dependent upon good rural leadership and an
efficient agricultural economy, college students specializing in these
fields face challenging responsibilities. Agriculture and forestry stu
dents must prepare for many new types of service, pointed toward much
better utilization of our farms, our forests, and other natural resources.
Similarly, the influence the home economist is coming to have upon our
health and diet, upon the attractiveness and comfort of our homes, and
upon the quality of our family relations demands greater effectiveness
in the training of prospective workers in this field. The study described
above was designed to help the faculty of the College of Agriculture,
Forestry, and Home Economics develop more useful curriculum offer
ings that would be closely adapted to the actual needs of students.
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CHAPTER 14 .

Prediction ofAchievemenl in Sophomore
Engineering Physics

BY Hayrn Kruglak AND Robert J. Keller

AT THE University of Minnesota all students in the College of Science,
Literature, and the Arts who are majoring in physics, chemistry, or
mathematics, and practically all students in the Institute of Technology,
are required to take three quarters of general physics (Physics 7-8-9),
usually in the sophomore year. This sequence is taught by means of four
lectures, a full-period written examination, and a two-hour laboratory
session per week. Achievement in each of the three courses is measured
and grades are assigned on the basis of weekly test scores (50 to 60
per cent of the grade), a laboratory grade (20 per cent), and a final
three-hour examination (20 to 30 per cent).

Experience with large lecture sections during the year 1946-47
convinced the instructors that this course sequence in general physics
did not adequately meet the scholastic needs of superior students. The
present exploratory study was proposed, therefore, to investigate the
prognostic values of various factors in selecting students for an accel
erated section in physics. It was felt that an experimental group selected
on the basis of such predictive criteria would benefit from a more ad
vanced development of the subject matter, and that limited enrollment
would also provide greater opportunity for contact between teachers
and students. The study was initiated by the physics department, with
the support and active assistance of the Bureau of Institutional Re
search.

The primary question which this study sought to answer was this:
Can achievement in the sophomore engineering physics course sequence
be predicted from information available in the student's record?

NOTE: A more complete report of this inquiry appeared, under the title "The
Prediction of Achievement in Sophomore Engineering Physics at the University of
Minnesota," in the American Journal of Physics, 18(No. 3) :140-46 (March 1950).
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METHOD OF THE STUDY

The records of students enrolled in the general physics course se
quence during 1946-47 furnished the basic data for the study. Official
transcripts and other University records were analyzed to select possible
predictors of physics achievement. Test scores and the final grades of
individual students for the three quarters of the sequence provided the
evidence of achievement. The problem was to match these two sets of
information in such a way as to yield the most effective prediction of
achievement. Then a multiple-regression equation could be set up, in
order to predict grades of individual students in the physics sequence,
and, on this basis, to screen students for the special section in engineer
ing physics.

The Variables Employed. In a statistical problem of this kind the two
sets of measures just described are referred to as dependent variables
(the measures of achievement being predicted) and independent varia
bles (the measures used for prediction). The specific dependent or
predicted variables used in this study were (1) final grades for each of
three quarters in the physics course sequence; (2) raw scores on the
Cooperative Physics Test for College Students, Forms E and F. The six
independent or predicting variables, obtained from the student's perma
nent record were (1) percentile rank in high school graduating class;
(2) raw score on the American Council on Education Psychological
Examination; (3) raw score on the Cooperative English Test, Form
OM; (4) honor-point ratio earned in freshman mathematics courses in
the Institute of Technology; (5) honor-point ratio earned in freshman
chemistry courses in the Institute of Technology; and (6) total honor
point ratio earned in all Institute of Technology courses taken during
the freshman year.

The problem then became one of discovering which of these six
variables, and which weighted combination of them, most accurately
predicted course grades and final test scores.

Nature of the Sample. The investigation started with an original
population of 704 students who had been enrolled in Physics 7 during
fall quarter 1946. However, to confine the study to a relatively homo
geneous student sample, it was limited to engineering students who
were taking the normal pattern of courses in the Institute of Technology
and thus had similar academic backgrounds. Because of this limitation
and because all the necessary information listed above was not avail
able for all students, the sample was reduced to 175 students who had
completed Physics 7, 8, and 9 (Group A); 191 students had completed
Physics 7 and 8 only (Group B); and 239 had completed Physics 7 only
(Group C). These were, of course, overlapping groups.



APPLICATION OF THE FINDINGS

The findings of this study were used in selecting students for a special
"honors" section of the physics sequence in the fall of 1948. Because
predictive efficiency was raised only slightly through use of several
independent variables, freshman honor-point ratio alone was used in the
original screening. This was later supplemented by interviews to
determine student interest in such a section. The instructor of the special
section during 1948-49 expressed deep satisfaction over the results of
the year's work with the selected group. Employing instructional meth
ods not feasible with larger and more heterogeneous classes, he found
that these superior students achieved at a higher level than usual, and
developed a broader base of understanding and knowledge in the field.

THE FINDINGS

Predictive relationships between achievement in physics and the six
independent variables were estimated by two methods: (a) zero-order
correlation and (b) multiple correlation.

Zero-Order Correlations. Results of these computations showed the
following: (1) The best single predictor of the final grade in Physics 7
for all three groups was the total honor-point ratio for the freshman
year (rA = .65; rB = .64; ro = .70); (2) the best single predictor of the
final grade in Physics 8 was the final grade in Physics 7 (rA =.65;
rB = .64). The second best predictor was total freshman honor-point
ratio; (3) the best single predictor of the final grade in Physics 9 was
the final grade in Physics 8 (rA =.62); the next best predictor was the
total freshman honor-point ratio (rA =.57); (4) the best single predic
tor of scores on any of the various cooperative physics tests was total
freshman honor-point ratio, which correlated only .40' with scores on
the Cooperative Mechanics Test. None of the independent variables,
taken singly, was thus very useful in predicting achievement on the
cooperative physics tests.

Multiple Correlations. Little difference appeared between the zero
order correlations noted above and the multiple correlations obtained
when high school rank, ACE, and the total freshman honor-point ratio
were used as predictors. The multiple-correlation coefficient (R) be
tween these three variables combined and the final grade in Physics 7
was .71, whereas the zero-order correlation (r) between freshman
honor-point ratio alone and final grade in Physics 7 was .70. Other mul
tiple-correlation coeffiCients, based on various combinations of inde
pendent variables, proved to be no more predictive of achievement in
the second and third quarters of physics than were the zero-order corre
lation coefficients based on single variables.
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CONCLUSIONS

Within the limits of the population studied, the sampling used, and
the predictive variables considered, the best predictor of achievement
in the first quarter of physics was the total honor-point ratio for the
preceding (freshman) college year. For the second and third quarters
of physics the best predictors of achievement were final grades in the
immediately preceding quarters of the sequence.

The results of this investigation should not, however, be construed as
definitive. Similar studies need to be initiated at other schools. Some
changes may be expected, even within the course sequence upon which
this study was concentrated, because of the passing of the veteran
students who constituted the bulk of this sample. A follow-up study
of students in the special section would also help to check on the validity
of the selection techniques.

Other variables which might well be included in a broader investiga
tion of this problem include motivational factors, interests, and aptitudes
of various types. Information on such factors as these were not available
in the present inquiry.



CHAPTER 15 .

Medical Students' Attitudes toward Psychiatry

BY William Schofield, Frank Kiesler, M.D.,

AND John E. Stecklein

BEGINNING in 1946, extensive revisions were made in the undergrad
uate curriculum in psychiatry for medical students. Revisions involved
both alterations in the previously existing courses for junior and senior
students and the addition of new courses at the freshman and sopho
more levels. The new courses were directed toward restructuring un
sophisticated, if not antagonistic, attitudes toward psychiatric principles
by "organic-minded" young medical students.

DESIGN AND ANALYSIS OF THE STUDY

To evaluate the effect of the new courses on student attitudes, an
attitude scale was developed and administered to all freshman and
sophomore medical students in the fall of 1947, both at the beginning
and at the end of their respective courses - Psychosomatics, and Psychi
atry in the Practice of Medicine. Results proved to be so encouraging
that the scale was used again in 1948 and 1949 to evaluate the effect of
various combinations of junior clinical clerkship experiences 1 on atti
tudes toward psychiatry.

The Attitude Scale. The attitude scale consisted of 32 items, on each
of which the student was to indicate his attitude by marking one of the
seven possible degrees ( -3, -2, -1, 0, +1, +2, or +3) ranging from
very unfavorable to very favorable. In scoring, these responses were
weighted from one to seven - seven points being given the attitude
considered most favorable to psychiatry as a profession and field of
study.

Analysis of the items showed that these attitudes could be logically
grouped into five areas or item clusters: psychiatry as medical subject

1 The junior clinical clerkship is a type of apprenticeship in which small groups
of students observe practical applications of the various medical specialties in a
hospital setting. The length of the clerkships involved in this study was 10 weeks.
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matter (9 items); the psychiatrist as a person (5 items); the quality of
psychiatric knowledge (6 items); the current status of psychiatry (3
items); and the neurotic patient (9 items). Further analysis resulted
in the combination of the sections dealing with psychiatry as medical
subject matter and the quality of psychiatric knowledge, and in the
elimination of the relatively few items dealing with the current status
of psychiatry. Scores were computed for each of the three areas as well
as for the total attitude scale. For purposes of identification these three
areas have been designated as Cluster a (combining attitudes toward
psychiatry as medical subject matter and the quality of psychiatric
knowledge), Cluster b (attitudes toward the psychiatrist as a person),
and Cluster c (attitudes toward the neurotic patient).

Reliability. The internal consistency of the scale was studied by de
termining the correlation of each item with the cluster to which it
belonged and with total scores. The resultant coefficients were generally
between .3 and .5 but were spuriously high, primarily because the items
themselves were included in the scores of each cluster, each consisting
of relatively few items, and in the total score. Three items had correla
tion coefficients larger than .5. The first two items (included in Cluster
a) asked the student's opinion on the following: "Most of the psychiatry
a physician needs could be learned by experience in general medical
practice"; and "Psychiatry differs from other clinical fields in that it is
markedly less scientific." The third item above .5 (included in Cluster
c) asserted: "Most so-called neurotics would soon get well if a tougher
attitude were taken." The item in Cluster b which correlated highest
(.49) with the total score was "Psychiatrists pay too much attention to
sex." In general, most of the items could be considered reliable measures
of the over-all attitude toward psychiatry - the purpose of the attitude
scale. Arbitrary adoption of a significance level of .22 yielded only seven
items (from a total of 32) which had coefficients less than this.

Nature of Clerkship Groups. Four different clerkship groups were
studied. All were juniors in the Medical School: Groups I and II con
sisted of 24 and 21 students, respectively, who had had no previous
instruction in either psychiatry 2 or medicine; Group III consisted of 23
students who had had previous clinical instruction in psychiatry but
none in medicine; and Group IV consisted of 24 students who had had
previous clinical instruction in medicine, but none in psychiatry.

Each group received instruction suited to its previous experience.
Thus Groups I and II, which had had no previous instruction in either

• This included subject matter in both psychiatry and neurology but has been
condensed in this report to "psychiatry."
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of these fields, took the two basic clerkships covering these topics.
Group I took psychiatry first and then the course in medicine, while
Group II received instruction first in medicine and then in psychiatry.
Group III received instruction in medicine only, while Group IV re
ceived instruction in psychiatry only.

Analysis of Differences. Administration of the attitude scale before
and after these courses was designed to throw light on changes in atti
tude associated with a given course, or sequence of courses. These
treatments are indicated in terms of pretest and post-test status in Table
16. The attitude of Group I, those with no previous clinical instruction
in either psychiatry or medicine (A), was compared with its attitude
after instruction in psychiatry (B) and this attitude was compared with
that after subsequent instruction in medicine (E). Finally, the group's
attitude before instruction (A) was compared with its attitude follow
ing instruction in both of the subject areas (E). These three compari
sons were made for each of the three item clusters previously described.

Significant mean score gains for clerkship Group I (those with no
previous clinical experience in medicine or psychiatry) on all three
comparisons indicated a definite and significant improvement of attitude
toward psychiatry as medical subject matter and the quality of psychi
atric knowledge (Cluster a). Attitudes toward the psychiatrist as a per
son (Cluster b) improved after instruction in psychiatry, but this gain
was lost when instruction in medicine followed. Little change in attitude
toward the neurotic patient (Cluster c) followed the course in psychia
try, but a big gain followed the subsequent course in medicine.

Clerkship Group II took the same combination of courses as Group I,
except in reverse order. However, the intermediate post-test between
the two clerkships was not administered for some reason. As a result only
the combined gain associated with the two courses could be ascertained
for this clerkship group, as shown in Table 16. Gains significant at the
1 per cent level were found for two groupings of items - the first (a)
dealing with psychiatry as medical subject matter and quality of psychi
atric knowledge, the second (c) with the neurotic patient. A loss signifi
cant at the 1 per cent level was found for item cluster b - canvassing
attitudes toward the psychiatrist as a person. These results harmonize
with those found for clerkship Group I, although the loss on item group
b is more pronounced for the present group.

In clerkship Group III, which received instruction in medicine only,
gains were also evident on the first scale (a), probing attitudes toward
psychiatry and the quality of psychiatric knowledge, and on the third
(c) dealing with the neurotic patient. But again no significant gain
occurred in attitude toward the psychiatrist as a person (b).
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Table 16. Mean Differences between Pretest and Post-Test Scores on the Psychiatry Attitudes Inventory for Clerkship
Groups Following Different Patterns of Instruction'

Clerkship Groups Part Difference StandardPattern of Instruction Test Status' Score in Error of
Pretest Post-test Clusters b Means· Difference t d

I. No previous instruc- Took psychiatry course fol- A B a 1.46 .60 2.43"tion in medicine or lowed by one in medicine B E a 7.62 1.88 4.06"·psychiatry (A) A E a 9.08 1.59 5.70" •(N = 24)

A B b 1.08 .48 2.24"
B E b -3.67 .61 -5.99""
A E b -2.58 .48 -5.36""

A B c 0.12 .43 O.2~
B E c 12.92 .82 15.66""
A E c 13.04 .82 15.82" •l-'

>I:>-
l-' II. No previous instruc- Took medicine course fol- A D a 4.67 1.59 2.94 B

tion in medicine or psy- lowed by one in psychiatry A D b -3.67 .61 -9.72"·chiatry (A) (N = 21) A D c 8.57 .93 9.17"·

III. Previous instruction in Took medicine course after B E a 1.35 .59 2.29"psychiatry (B) psychiatry B E b 0.00 .34 0.00(N = 23) B E c 1.30 .45 2.88""

IV. Previous instruction in Took psychiatry course C D a 1.29 .60 2.14"medicine (C) after medicine C D b 0.46 .26 1.80(N =24) C D c 0.83 .46 1.79

• Status of clerkship groups at time of testing: A - no instruction in either medicine (M) or psychiatry (P); B _ after instruction in P
only; C - after instruction in M only; D - after instruction in P, then M; and E - after instruction in M, then P.

b Part score clusters: a - attitude toward psychiatry as medical subject matter and quality of psychiatric knowledge; b _ attitude toward
the psychiatrist as a person; and c - attitude toward the neurotic patient.

• Differences between means were computed by subtracting pretest means from post-test means.
d Levels of significance have been denoted by asterisks, a single asterisk ( ") for the 5 per cent level and a double asterisk ("") for the 1

per cent level.
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Clerkship Group IV, which received instruction in psychiatry after
previous work in medicine, gained significantly on the first scale (a),
but showed little change in the other two areas explored in this test.

SUMMARY

The purpose of this study was to measure changes in attitude toward
psychiatry which might be associated with different types of junior
clinical clerkship programs. To measure such changes an attitude scale
was administered both as a pretest and as a post-test following instruc
tion in two basic courses in psychiatry and medicine.

A study of the internal consistency of the test showed that 7 of the 32
items contributed little to the measurement of attitudes toward psychi
atry. Three of five groupings of items tried in the first analysis yielded
sufficiently reliable measures of attitude toward psychiatry to be re
tained in this study. These groups of items canvassed attitudes toward
psychiatry as medical subject matter and quality of psychiatric knowl
edge (Cluster a); the psychiatrist as a person (Cluster b); and the
neurotic patient (Cluster c).

Four types of junior-year clerkship groups were used: Groups I and
II (N = 24, 21 respectively) consisted of students with no previous
instruction in psychiatry or medicine; Group III (N = 23) of students
with previous clinical instruction in psychiatry only; and Group IV
(N = 24) of students with previous instruction in medicine only.

Conclusions, based on analysis of attitude changes associated with
clerkships in psychiatry and/or medicine, can be summarized as fol
lows:

1. Significant gains in attitude toward psychiatry as medical subject
matter and quality of psychiatric knowledge were noted for all groups.

2. The least gain in attitude was noted for all clerkship groups toward
the psychiatrist as a person, with some Significant losses in attitude
following instruction in medicine.

3. Significant gains in attitude toward the neurotic patient were
noted for clerkship Groups I, II, and III. No significant gain was noted
for clerkship Group IV, the group which received instruction in medi
cine only. The most substantial gain in attitude toward the neurotic
patient was associated with Group I, which received instruction in
medicine after instruction in psychiatry.

The present study indicates that significant changes in attitude toward
psychiatry are associated with different types and combinations of
clerkship experiences. These findings would seem to warrant further
study along these same lines, perhaps with the use of an improved and
lengthened evaluative instrument.
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CHAPTER 16 .

Studies of the University
Agricultural School Program

BY Ruth E. Eckert AND Henry Schmitz

SINCE Minnesota is a predominantly agricultural state, the education
of its farm boys and girls has always been of special concern to the
University of Minnesota. A College of Agriculture, established in 1869,
was among the first units founded. But this program developed slowly
during its first thirty years, since many people believed that agricultural
education should appropriately be offered at the high school level
instead. In response to this latter demand, the University Board of
Regents established a school of practical agriculture in St. Paul in 1886.
Modified the following year to supplement practical work with a regular
program of studies, the St. Paul school has continued to the present.
Three additional schools, established along similar lines, have since
developed at Morris, Crookston, and Grand Rapids. The program, too,
has been gradually expanded to provide more general education, train
ing women students, and better facilities for social development.

In view of the steady growth of public high schools in rural areas,
many questions have arisen concerning the place of the University's
subcollegiate programs in agriculture and related fields in the total
state program. When the state legislature appropriated money in 1947

NOTE: The present summary is based on the follOWing mimeographed reports,
copies of which may be obtained from the University Bureau of Institutional Re
search: Ruth E. Eckert and Robert G. Zumwinkle, "A Study of Students Enrolled
in the University Agricultural School Programs during 1947-48" (July 1948) ; Ruth
E. Eckert, "A Study of the Activities and Attitudes of Parents of Students Currently
Enrolled in the University Schools of Agriculture" (July 1948); Robert J. Keller,
Raymond A. Kehl, and Ruth E. Eckert, "A Study of Students Who Attended Uni
versity Agricultural Schools in Prewar Years" (October 1948).

The committee sponsoring this investigation included, in addition to the authors
of this report, Dean H. T. Morse and Professors Theodore H. Fenske, Homer J.
Smith, and Douglas O. Marshall. Dean Henry Schmitz served as chairman of the
committee.

143



144 A University Looks at Its Program

for still another University agricultural school (this time at Waseca, to
serve the southern tier of counties in Minnesota) it seemed wise to
examine anew the functions of these schools.

A special University committee appointed by President Morrill spent
two years studying these questions and staking out future lines of devel
opment. One phase of this special committee's investigation is reported
below in the three studies made for this committee by the University's
Bureau of Institutional Research.

PURPOSE AND DESIGN OF THE STUDIES

Since every educational program should be planned with an explicit
view to the populations served, an effort was made to determine the
family and educational backgrounds of students enrolling in these four
schools, their reasons for taking this work, and their progress in the
program. The committee also sought students' frank appraisal of their
school experiences, and, where possible, their parents' reactions. Similar
information was gathered from former students, and was supplemented
in this case by information relating to their present job and civic activ
ities.

Three groups were invited to participate in these studies - students
currently enrolled, a random sampling of their parents, and all students
who had enrolled for at least one term between October 1938 and March
1941. Four-page inquiry blanks prepared for students currently in
residence were filled out during a regular school session by all individ
uals present on that day (1076). The numbers participating indicate
the approximate size of these four schools: Morris, 355; Crookston,
327; St. Paul, 317; and Grand Rapids, 77. Students were assured that no
one in the local school would see these blanks. Replies from a similarly
designed blank were obtained from a total of 317, or 69 per cent, of a
random sample of parents who received the inquiry. Returns from
former students were not as high: 1048 blanks were received, or 58 per
cent of those apparently delivered.! This was perhaps not surprising
in view of the long gap between school attendance and receipt of the
blank.

SOCIAL AND EDUCATIONAL BACKGROUNDS OF STUDENTS IN

THE AGRICULTURAL SCHOOLS

Of the total group enrolled at the time of this study, three-fourths (74
per cent) were young men. Among former students, too, men predomi
nated (72 per cent). The Grand Rapids school has always been re-

1 Because addresses for some former students were inaccurate, slightly more than
7 per cent of the 1964 mailed blanks were returned undelivered.
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stricted to men students; in the other three schools there were from
two to four boys for each girl enrolled. The typical student in the out
lying schools (Crookston, Grand Rapids, and Morris) was about 17
years of age, which was well below the St. Paul median of 19 years and
3 months.

Since these schools provide low-cost dormitory accommodations, the
location of the prospective student's home does not play its frequently
decisive role in determining whether or not he will attend. Less than a
fifth (19 per cent) of the current students resided in the county in which
the school was located; nearly half (49 per cent) lived in nonadjacent
counties.

The vast majority (86 per cent) came from farm families, as might be
expected. Parents' replies indicated that more than nine tenths of these
agricultural families owned their own farms. In certain other instances
farming on a part-time basis supplemented a family income derived
from another occupation. Approximately two thirds of the students
indicated that both their parents were native Minnesotans; another
fourth stated that one or both parents had come from other sections
of the country; the small remaining percentage had at least one foreign
born parent. A study of racial backgrounds indicated that students in
these agricultural programs came predominantly from Scandinavian
(42 per cent) or German (21 per cent) stock. Four fifths (80 per cent)
specified affiliation or preference for some Protestant church, with
Lutheran students predominating. About a sixth of the students were
Roman Catholics.

The parents of students currently enrolled had usually had little
formal schooling, as was true of most farm people a generation ago. Two
thirds of the fathers (66 per cent) and half (49 per cent) of the mothers,
for example, had not gone beyond the eighth grade, and many had not
gone even this far. Only a fifth of the fathers (21 per cent) and a third
of the mothers (32 per cent) were high school graduates; less than 2
per cent of the fathers, and 6 per cent of the mothers, had earned a col
lege degree. About 10 per cent of the fathers and 4 per cent of the
mothers had themselves attended one of the University's agricultural
schools.

More than three fifths (62 per cent) of current students had entered
directly from the eighth grade. Some had had much more schooling
than this, although only a seventh (15 per cent) had actually graduated
from high school before they took this speCial training. There were
striking differences among schools on this point, illustrated by the fact
that, whereas nearly half (48 per cent) of the St. Paul students were
high school graduates, none of the Crookston students had finished the
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twelfth grade and three fourths (76 per cent) had not gone beyond the
eighth grade. Enrollees in these four schools a decade earlier had appar
ently acquired more general education, 28 per cent having graduated
from high school and 19 per cent having taken some work beyond the
eighth grade before enrolling in these programs. But since only three
fifths of those queried had returned blanks, it is difficult to reach definite
conclusions on this point.

REASONS GIVEN FOR SELECTING AGRICULTURAL SCHOOL PROGRAMS

Asked to identify, from a list of suggested reasons, those factors that
had particularly influenced choice of these programs, current students
gave highest endorsement to the following statements: "It will help me
in my life's work" (69 per cent), and "I like the work it offers" (66 per
cent). More than half of them also checked "I want to get more informa
tion about farming" (53 per cent), and "I have enough time off to help
on the farm" (51 per cent), which refers to the six-month school year
(October-March) provided by these schools. Apparently, few students
had been attracted by low costs, advice of a county agent or 4-H leader,
or the opportunities afforded for living at home while attending school.
Men students valued especially the excellent agricultural training pro
vided and the chance to work on their home farm for a substantial
portion of each year. Former students' reasons for attending these
schools agreed remarkably with those of current students.

Parents gave quite similar explanations for sending their sons or
daughters to these schools, with nearly three fourths (73 per cent)
Singling out the short school year as a distinct advantage. Other high
ranking reasons were that their children "had a strong desire to attend
this type of school" and that the schools provided "supervised dormitory
and campus life." Some parents said that they had been influenced by
their county agent's recommendation, the practical nature of the work,
the wholesome social life provided, and the individual attention given
students.

Since most of these students had not graduated from high school,
their reasons for not doing so are illuminating. Two students in every
five (40 per cent) checked the statement "I couldn't get the courses I
wanted at high school," while almost as many students (38 per cent)
said that the high school year was too long. Smaller numbers pointed
to their parents' interest in the agricultural schools and the poor trans
portation available to a public high school.

The failure of these students to complete the usual public high school
program did not seem to be due so much to distance from these facilities
as to the narrowly academic program that many small public high
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schools provide. For a third (32 per cent) of the present students lived
within 5 miles of an established high school and another fourth (24 per
cent) were not more than 16 miles distant. Yet only about a fourth of all
these high schools offered agricultural or industrial training, which
suggests serious gaps in the training provided for rural youth.

STUDENTS' EDUCATIONAL PROGRESS AND

FUTURE PLANS

According to an earlier study of school records, only a third of all
students who had enrolled in these schools had completed either the
three- or the four-year curriculum. Three fifths of the students canvassed
in the present study were concentrated in the first two years, which
suggests that many students came for only a year or two to prepare
for work on their home farm. 2 The fact that only about half (48 per
cent) of the former students who participated in this study had grad
uated corroborates other evidences that these respondents were a rather
select group. The typical individual who had dropped out said that he
had done so at the end of his first school year.

When current students were asked "How far would you like to go in
school if you could manage to do so?" slightly more than half (54 per
cent) showed no interest in work beyond the agricultural school pro
gram. Another three tenths (29 per cent) hoped to attend college, and
a sixth (17 per cent) specified some other educational plan. Most of
those who wanted to continue their studies specified the University of
Minnesota, an agricultural college elsewhere, or some technical or trade
school.

While many students professed interest in further schooling, about
three fourths (74 per cent) expected to take a job immediately follow
ing their present studies. The most frequent response, checked by 45
per cent of the total group, was "go to work for my parents." Men and
women differed Significantly on this point, however, most of the men
planning to stay on the farm and most of the women expecting to find
work or enroll in a school away from their rural community.

Long-range plans of men and women students varied in the expected
ways. Nearly three fourths of the men (71 per cent) hoped to own farms
ten years hence; many of the others expected to be managers or part
owners of farms. Most of the women specified homemaking (63 per
cent) or some type of professional employment (23 per cent), mainly
nursing and teaching.

• In normal times this percentage would probably be much higher, for at the time
of this study many of the advanced students were veterans who had returned to
complete their schooling under GJ. Bill provisions.
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POST-SCHOOL ACTIVITIES

That only a fourth (27 per cent) of the former students had continued
their studies elsewhere shows that this program constitutes terminal
education for most students. Almost half of the men (48 per cent) and
two-fifths of the women (41 per cent) who had taken further schooling
had attended a college or university, usually to pursue advanced studies
in agriculture and home economics. Others had enrolled in public high
schools, trade and business schools, or in military training programs.

Although most of these former students had been working on farms
and hence were more likely than city youth to be deferred from military
service, half of the men (50 per cent) and a few of the women (5 per
cent) saw military service during World War II. In fact, G.I. schooling
provisions may account for the substantial numbers who reported col
lege attendance. Half of all veterans had taken advantage of on-the-job
training opportunities under the G.L Bill, with two thirds of these
electing farm training, a fifth an apprenticeship in one of the skilled
trades, and most of the others some type of sales instruction.

At the time of this study almost three fifths (58 per cent) of these
former men students were actively engaged in farming. More than a
third (37 per cent) of these farmers already owned at least part of the
land they were cultivating, and another third were operating on shares,
usually with parents or relatives. Nearly two thirds of the women (65
per cent) had become homemakers. About a tenth (11 per cent) of both
sexes were engaged in clerical work, skilled trades, or retail business.
Less than 1 per cent were unemployed. Somewhat more than three fifths
(63 per cent) of these former students had married; slightly less than
half (46 per cent) already had children.

Interests that these former students may have developed beyond
their immediate jobs were reHected in the free-time activities they
reported. According to these reports, more than three fourths (77 per
cent) regularly read the news and editorial sections of a daily news
paper; nearly seven tenths (69 per cent) read one or more farm maga
zines; about three fifths (61 per cent) listened to "The National Farm
and Home Hour." Two thirds (64 per cent) discussed social, economic,
and political questions with friends, while some 40 per cent listened
fairly regularly to radio discussion programs, such as "The Town Meet
ing of the Air," "Meet the Press," and "The University of Chicago Round
Table." Although they were not taking a very active role politically, two
thirds (68 per cent) had voted at least once during the preceding two
years. About a fourth were participating rather consistently in some
nonpolitical club or association. Most former students (85 per cent) had
contributed to the Red Cross or a similar organization; nearly three
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fourths (72 per cent) attended church regularly, with about a fourth
providing time and leadership for church youth activities. Judging from
these responses, most of these former students are trying to keep abreast
of newer developments in farming and rural living, many of them are
taking steps to learn more about social and political issues, and some
are participating responsibly in community activities. But the evidence
certainly suggests that much more needs to be done along these lines.

STUDENTS' AND PARENTS' APPRAISAL OF

AGRICULTURAL SCHOOL PROGRAMS

Asked the question "If you could start over again, what would you
do?" nearly three fourths (74 per cent) of the current enrollees replied
that they would matriculate in the farm school program, entering at
the same academic level as before. Another 10 per cent would finish
high school first, while 8 per cent would finish high school and then go
directly to college, by-passing the present noncollegiate program. Only
one student in twenty-five said that he would find work instead of con
tinuing in any type of school. Most former students gave equally clear
endorsement to this program, with nearly seven eighths (86 per cent)
stating that, were they to plan their education again, they would attend
one of these schools. These alumni reports suggested that the four
schools had been equally successful in convincing students that this
type of education was worth while.

Nearly all present students (97 per cent) commented on aspects of
the program that they had particularly liked. The two features most
often mentioned were the curriculum (47 per cent), where students
usually singled out the wide variety of courses offered or their practical
nature, and the short school term (37 per cent). Many of the students
commended the dormitories and the program of extracurricular activ
ities designed to promote students' social development.

Four fifths of the responding parents (80 per cent) made favorable
comments, typically to the effect that these schools provide "good
education for the farmer" or "practical courses." Nearly a fourth stressed
social advantages, saying that their children gained in maturity and
independence by living away from home and that the social and recrea
tional program they enjoyed was far superior to the local high school
offerings. Rather surprisingly, few parents and few students made any
reference to the quality of instruction or to the teachers themselves. A
similar patterning of responses was noted among former students, four
fifths (82 per cent) of whom commended at least one phase of the pro
gram, usually the practical nature of this training, the short school term,
and the decided social advantages of dormitory living.
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Students and their parents were not insensitive, however, to the need
for improving some aspects of the program. The chief complaints of the
current student body (84 per cent of whom made at least one adverse
criticism) were the narrow range of subjects offered, outdated subjec~

content, poor texts or collateral reading, duplication of materials already
studied, and the high concentration of studies required by the short
school term. In commenting on gaps in course offerings, students asked
for more shop courses (principally in mechanics, carpentry, and metal
work) and for more work clearly aimed at general education. Rather
curiously, a seventh (14 per cent) of the St. Paul students said that they
would like to study one foreign language. Occasional students scored
teaching procedures, physical facilities, social regulations, or general
school standards.

More than two thirds of the parents (68 per cent) also noted one or
more possible weaknesses in the program. Like their sons and daughters,
some thought that students should be given a greater latitude of choice
with respect to courses, that more offerings in general education should
be provided, or that the curriculum as a whole should be revised. Others
would like to see changes made in the out-of-class life, chiefly in the
direction of improving food services, treating students more maturely,
and taking further steps to curb smoking and drinking.

Invited to give their slant on weaknesses in these programs, 33 per
cent of all former students made no reply and another 10 per cent indi
cated that there was "not much wrong" or that the program was "O.K."
Those who commented largely echoed the points singled out by current
students and their parents, which shows that the program evidently
made much the same impression on students a decade ago as it makes
on present students. Sometimes their opinions were conflicting, as, for
example, on the question of discipline, where some scored it as being
too rigid while others felt that insufficient control had been exercised.

Parents and former students were also asked for their opinion on
certain moot questions regarding these programs. One of these con
cerned the length of the school year, inasmuch as the present six-month
term falls considerably short of standards set for the public high schools.
As the earlier discussion has suggested, this short term has attracted
many farm youth to the program. Hence it was not surprising to find
that nine tenths of those canvassed (92 per cent of the parents and 89
per cent of the former students) advocated its retention.

Another question concerned the academic level at which the agricul
tural school programs should be pitched. Should these schools continue
to receive youngsters directly from the eighth grade or should require
ments be raised, in terms of either a higher grade minimum or a higher
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age at entrance? Two thirds (66 per cent) of the parents favored the
existing status, but less than half (47 per cent) of the former students
endorsed it. Many of the latter recommended that there be required a
minimum entrance age of 17 years (30 per cent favored this), or prior
completion of either the tenth grade (9 per cent) or the twelfth grade
(5 per cent). A special analysis showed that former students' recom
mendations on this point reflected their own educational experiences.

A final question concerned the character of the educational experi
ences these schools should provide. Parents and former students differed
somewhat in their views, though both advocated some revisions. Addi
tional courses in agriculture and home economics were recommended
by only 10 per cent of the parents but by 44 per cent of the former
students; courses designed to prepare students for their nonvocational
duties were mentioned specifically by 19 per cent of the parents and
30 per cent of the former students; vocational courses in such fields as
retail sales, mechanics, and the skilled trades were recommended by
41 per cent of the parents but by only 14 per cent of the former students.
Both groups favored retaining the present three-year diploma, although
strong sentiment for the four-year course was evident at the Crookston
School.

SUMMARY AND CONCLUSIONS

Drawn from farm families throughout the state, the great majority
of students attending the University agricultural schools seek training
which they and their parents believe will prepare them to work effec
tively in the rural areas of Minnesota. Most of the former students had
the same purpose in attending these schools, and are now engaged in
farming or homemaking, the activities for which these programs have
been explicitly designed.

The educational level of the student body, as indicated by the amount
of previous schooling secured by present and former students, has been
rather low. More than half completed no more than eight grades before
entering the agricultural schools, and relatively few graduated from
high school. Students often choose these schools because the public
high schools in their own area offer too restricted an academic program,
poorly suited to rural youth who do not intend to go to college.

A majority of students who enter these agricultural programs do not
complete them; among those who graduate, relatively few students take
further academic work. For most students who attend, these schools
provide their last formal education.

All groups studied - current students, their parents, and students who
attended in former years - seemed reasonably satisfied with the pro-
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grams offered in these schools. Were they replanning their education,
more than five sixths of the students would again enroll in these agricul
tural schools. Among especially commended features were the function
al nature of the curriculum, the social experiences provided, and the
short school term. Although many respondents commented critically
upon certain aspects of the work, the suggested changes usually pointed
toward additions and improvements in the existing program rather than
toward marked alterations.

Yet the evidences gathered in this study justify no smug adherence to
the status quo. Many of the worthwhile suggestions for the development
of the agricultural schools that came from these "consumers" challenge
the University to conserve what is best in these programs while at the
same time developing certain new services to meet new needs. The basic
question seems to be whether farm children should continue to get as
their secondary schooling what is primarily a vocational education,
obtained in a school which operates only six months of each year and
which graduates students at the end of only three years of training. Is it
really a virtue that this training has been "cheaper, shorter, and easier"
than the parallel high school education, as one student judged it to be?
Should the University take steps to extend both the scope and length
of these programs, using these schools perhaps as pilot institutions to
develop the kinds of study programs, work experiences, and social living
needed in rural communities? How can the University and the public
high schools of the state work together more effectively toward these
ends? These are some of the cardinal questions posed by the present
studies.



CHAPTER 17 .

Relationships between Objective
and Oral Examinations in Psychology

BY Charles Bird, Kenneth E. Clark,
AND Paul E. Meehl

IN DECEMBER 1946, the University Committee on Institutional
Research reported favorable action on a proposed investigation into
objective tests in a two-quarter course in introductory abnormal psychol
ogy. This study was motivated by a desire on the part of the psychology
staff to encourage students to integrate and apply their knowledge of
the dynamics and manifestations of abnormal behavior, and to measure
more adequately their understanding of them.

Before World War II, when class enrollment was smaller, objective
examinations could be supplemented by a case history which the student
knew would count considerably in determining his final grade in the
course. With the spurt in postwar enrollment, the burden of reading
carefully the long case histories seemed too great for the instructor to
sustain. It therefore seemed desirable to modify existing types of exam
inations so that they would tap the skill and insight previously displayed
by students in the writing of case histories. The purpose of the present
study was to explore the usefulness of various examination types in
Abnormal Psychology (Psychology 145w) during winter quarter 1946.1

THE SAMPLE

The class of 300 selected for this study was a fairly homogeneous
group scholastically, if previous performance in General Psychology
was used as a criterion. For, of the students who had completed the two
quarter introductory course in General Psychology at the University of
Minnesota, over half (56 per cent) had earned grades of B or higher.
A similar homogeneity was assumed for the stratified sample of 44
people selected from 103 students (of the class of 300) who volunteered

1 A more complete report is on file in the Bureau of Institutional Research.
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to take part in an oral examination of one to two hours' duration. This J
stratified sample was selected to reflect the proportions of men and ~
women, graduates and undergraduates, and of students with grades of
A, B, C, and D in the first-quarter final examination and the second
quarter midquarter examination, as existed in the class as a whole.

MEASURING INSTRUMENTS AND THEIR CHARACTERISTICS

The final examination for the second quarter, which was used in the
study, consisted of 50 single choice items and 40 modified completion
questions, these two sections being called Parts A and B respectively.
These were followed by Part C containing questions of a different type
which, if answered correctly, would permit a student to add 89 points
to his score. This third part consisted of nine brief case histories (Part
C-1) designed to illustrate neuroses or to portray a variety of defense
mechanisms, and seven syndrome descriptions (Part C-2) requiring the
student to identify, for example, the characteristics of drug psychoses,
alcoholic psychoses, or hysteria. Each of these 16 items in Part C was
followed by 15 possible answers, of which from four to eight might be
correct.

The sub-parts C-1 and C-2 were unequal in difficulty. Despite fewer
possible correct answers in sub-part C-2, namely 40, the mean score was
19.3 in comparison with a mean score of 14.5 out of 49 possible correct
answers in sub-part C-l. The difference between the means was statis
tically significant (t =9.03, P < .01). Students seemed to have more
difficulty in thinking in terms of real-life situations which required the
identification of concepts, defense mechanisms, or symptoms, for ex
ample, than in selecting the characteristics of mental disorders from a
larger number of alternative statements.

In addition to the written examination, the sample of 44 students was
given an oral examination centering around twelve major questions
covering the entire two quarters' work. The oral examining committee
consisted of three staff members ( two being present at each
examination) and nine graduate teaching assistants, making a total of
twelve. Generally, four or five of these persons were present for each
examination.

In this oral examination students were rated on each question by
means of an 11-point scale which designated only two placement points:
namely, low (near 1) and high (near 11). In addition to rating the
responses to each of the twelve questions, all raters assigned an over-all
rating to every student. A summated rating was then made from the
twelve questions and the over-all rating, a perfect score being 13 X 11,
or 143 points.
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~ By comparing the ratings given by one half of the raters with those
given by the other half, a reliability coefficient of .93 (Spearman-Brown)

I was computed for the oral examination. This seemed sufficiently high
to warrant use of the obtained ratings as a reliable criterion against
which to compare performance on the several different objective exam-
inations used in the course.

THE FINDINGS

Correlation coefficients among the types of objective questions, and
between the objective test and the oral examination, were computed
(see Table 17). Most of the reliability coefficients for the objective test

Table 17. Intercorrelations of Objective Tests and Oral Examination Given to 44
Students Enrolled in Abnormal Psychology

Relia-
bility

Oral No. of of Each
Test Test A B C C-l C-2 Items Test·

Final total ........ .56 179 .88
Part A ............ .56 .59 .51 .49 .61 50 .60
Part B •• 0 •••••••• .50 .55 .44 .56 40 .57
Part C ........... .46 .89 .91 89 .87

Part C-l ........ .44 .65 49 .78
Part C-2 ........ .41 40 .81

Oral .............. .93

• Reliability coefficients were computed by Kuder-Richardson Formula No. 21
for each part and final total of the written test. The reliability coefficient for the oral
examination was a split half correlation for two groups of raters, adjusted by the
Spearman-Brown formula.

b The length of the oral examination varied with individual students, but the
examination was organized around 12 major questions.

as a whole, and for its parts, appeared to be fairly high considering the
homogeneity of the sample.

Perhaps the most striking feature was the moderately low correlation
between the objective test, or any part of it, and the oral examination.
These two types of examinations, while measuring something common
to both, required somewhat different manifestations of competency.
That section of the final examination (Part C) which was especially
designed to require the student to put his knowledge to use in making
diagnoses and in gathering clues which provided evidence of the dynam
ics of behavior correlated only .46 with the oral examination. In spite
of the fact that no other parts of the objective test showed as much
internal consistency or item reliability as did Part C (as indicated by a
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coefficient of reliability of .87), Parts A and B agreed somewhat better
with the oral examination. Perhaps, as suggested earlier, the novelty,
difficulty, and methods of scoring of Part C, as well as the failure of
students to inhibit long ingrained habits of guessing in objective tests,
all contributed to decreasing its validity or agreement with the oral
examination.

The intercorrelations among the parts of the final objective examina
tion indicated that each part was contributing something unique to the
measurement of the knowledge of students in this course. This was not
a new discovery. Most instructors have had experience with students
who get high scores on single choice questions but who do poorly on
completion questions; and, strange as it may seem, some students do
better with completion items than with single choice items. Similarly,
instructors have known students who do poorly on objective tests and
yet turn out essay examinations whose excellence is not merely a matter
of good English usage or effective paragraph organization.

IMPLICATIONS

This investigation reinforced appreciation of the difficulties involved
in determining what tests will measure, and must be regarded as an
exploratory inquiry at best. No one could have anticipated either the
high reliability of the ratings on the oral examination or the relatively
low agreement between this examination and the scores in ob1ective
tests. At least the results left no room for complacency regarding the
meaning of college grades. No one type of test captures a student's grasp
of a course. What combination of tests will most adequately represent
his accomplishment still remains to be determined.

-I



CHAPTER 18 .

A Follow-up Study ofMinnesota
Ph.D. 's: Their General Characteristics

BY Harold E. Mitzel AND Robert J. Keller

EDUCATIONAL institutions, in seeking to take stock of their curricu
lar programs, frequently ask their graduates for information as to their
achievements, their jobs, their contributions to community life, and
their evaluations of their educational experiences. The present study
seeks to discover how University of Minnesota Ph.D.'s use and appraise
their graduate education.

Information and evaluations supplied by alumni can provide impor
tant source material for discussion and action on present-day problems
of graduate education. Many graduate schools, for example, are now
weighing the relative merits of high specialization and advanced general
education; they are exploring the possibilities of changing certain long
standing requirements for the Master's and Ph.D. degrees. They are
seeking to strengthen research and are raising questions about the
emphasis which should be placed on preparation for college teaching.
A follow-up study of recent Ph.D.'s should provide useful information
on many of these problems.

In one of the first organized attempts to discover the characteristics
of Ph.D. graduates, Hollis asked the faculties of 94 American graduate
schools for information about the 22,509 persons who had been granted
the Ph.D. degree during the decade 1930 to 1940.1 Though several years
have passed since Hollis' findings were published, the influence of his
study is only beginning to be felt in the nation's graduate schools.

In a recent pamphlet concerning the Ph.D. as a college teacher, Kelly 2

NOTE: The survey findings listed in this preliminary report are confined to
general characteristics of Minnesota Ph.D.'s. Detailed outcomes will be presented
in a later publication.

1 Ernest V. Hollis, Toward Improving Ph.D. Programs (Washington, D.C.:
American Council on Education, 1945).

• Fred J. Kelly, Toward Better College Teaching (Washington, D.C.: Federal
Security Agency, Office of Education, 1950), p. 31.
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emphasizes the need for follow-up studies: "If a graduate school is
earnestly engaged in preparing college teachers, it will wish to know
what difficulties its graduates are experiencing. No professional school
can remain long indifferent to the professional success of its graduates."

BACKGROUND OF THE STUDY

Seeking constantly to subject its present programs and services to
critical review, the University of Minnesota has tended to emphasize
objective fact-finding studies of the type pursued by Hollis and Kelly.
The dean of the Graduate School, Theodore Blegen, suggested to the
Bureau of Institutional Research in 1948 that information be secured
about the accomplishments, scholarship, and research activities of the
University's recent doctoral graduates. Indicating his belief that grad
uate programs should reflect the technical and professional needs of
alumni in the several fields, he suggested that such a study would help
the graduate faculty to evaluate proposed changes in requirements, or
new programs. At about the same time a Graduate School committee on
the preparation of college teachers asked the Bureau to provide help
in evaluating the worth of present programs for college teaching. To
these two suggestions was added the stated need for an up-to-date
directory of recent doctoral graduates to supersede the one issued in
1939.

Preliminary discussion with various interested persons led to d~velop

ment of a special inquiry blank which would combine the three needs 
obtaining information for the proposed directory, ascertaining the con
tribution of Minnesota Ph.D:s, and exploring the role of the graduate
school in preparing college teachers. This discussion also resulted in the
selection of the group to be studied - namely all persons awarded the
Ph.D. degree at Minnesota between July 1, 1935, and June 30, 1949.
Names and last known addresses of the 1315 persons involved were
secured from Graduate School and other records. Information was also
obtained for each Ph.D. as to major and minor fields, thesis title, age,
sex, quarters of residence, time span since first matriculation, and place
of residence at time of entrance.

DEVELOPMENT OF THE QUESTIONNAIRE

Since construction of an appropriate instrument was of paramount
importance, materials used in similar lines of inquiry were reviewed.
Four sources proved particularly helpful: questionnaires used in a
follow-up study of former Minnesota college students; a tentative in
quiry for college teachers developed by the local committee on the
preparation of college teachers; a form prepared by the U.S. Office of
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Education to secure factual data about salaries, rank, employment,S
etc.; and materials prepared for the 1949 Conference on the Preparation
of College Teachers at Chicago. The last-named source helped in the
identification of some current issues in graduate education throughout
the country. 4 Careful review and criticism of early drafts by various
committees and individual staff members had generalized some ques
tions to make them pertinent to several fields, a compromise being
sought between specificity of information and coverage of the many
fields in which Ph.D. degrees were earned.

The final six-page printed blank included a detachable first page,
which provided the only personal identification included in the inven
tory. Information sought here about the graduate's achievements,
honors, educational background, occupational history, and scholarly
productivity was to be used in two ways - in the compilation of a direc
tory, and in the study of inventory responses in relation to these
particular characteristics. The last four pages, identified by code number
only, were divided into three major sections: Part I, characteristics of
professional employment; Part II, a check-list description and evalua
tion of graduate education at the University of Minnesota; and Part
III, a subjective evaluation of graduate educational experiences with
specific emphasis upon the doctoral thesis. Check-list or multiple-type
questions predominated, but a number of free-response questions en
abled respondents to make specific suggestions or criticisms. A final
section (Part IV) was to be answered only by those alumni who were
teaching in colleges or universities and had to do with their special
needs as teachers.

PROCEDURES AND RESPONSE

Each questionnaire was personalized prior to mailing by the insertion
of the graduate'S name and certain information about his educational
record at the University. An explanatory letter from Dean Blegen and
a stamped return envelope accompanied each inquiry blank. Former
Ph.D.'s were asked to correct or revise the information which had been
supplied and to complete the inventory. One half of the Ph.D. degree
holders responded to the first request; three subsequent follow-ups
elicited additional replies, resulting in the 1139 usable responses shown
in Table 18.

Cooperation in this study exceeded all expectations and demonstrated

"Fred J. Kelly, Higher Education, Vol. V, No. 15 (Washington, D.C.: Federal
Security Agency, Office of Education, 1949).

• Theodore C. Blegen and Russell M. Cooper, editors, The Preparation of College
Teachers, American Council on Education Studies, Series I, No. 42, Vol. 14 (Wash
ington, D.C.: July 1950).
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Table 18. Distribution of the 1315 Persons Who Received the Ph.D. Degree from
the University of Minnesota between July 1, 1935, and June 30, 1949,

According to Participation in Follow-up Study

Category

Per Cent Per Cent
of Total Contacted

Number (N =1315) (N =1251)

Ph.D. recipients thought to have been contacted
by mail questionnaire or follow-up letters ., 1251 95.2 100.0

Total respondents (including six persons who
supplied only a portion of the information
requested) 1139' 86.6 91.0

Total nonrespondents (among those contacted
and including four persons who overtly re-
fused to cooperate) 112 8.6 9.0

Ph.D.'s known to be deceased . . . . . . . . . . . . . . 28 2.1
Foreign Ph.D.'s living largely in India and

Communist China 26 2.0
Inquiries returned by U.S. postal authorities. . 10 0.8

• Of these 1139 respondents, replies were received from 644 persons as a result
of original inquiry, from 349 persons who replied after a postcard reminder, from
81 persons who responded after a second follow-up, and from 65 persons contacted
by a third follow-up inquiry.

a lively interest in problems of graduate education. Of the 1315 recip
ients of the Ph.D. degree during the fourteen-year period studied, 95.2
per cent apparently received the original or one of the three follow-up
inquiries and 86.6 per cent returned completed forms (see Table 18).
Stated in terms of the persons who were reached, 91.0 per cent returned
completed questionnaires.

In general, the respondents treated this request with care, seldom
skipping any of the items in the six-page inquiry. Many requests were
received for additional copies, sometimes with a note that the individual
was considering possible adaptation in his own institution or some
similar use. That only ten inquiries were returned undelivered by U.S.
postal authorities attests to the efficiency of this governmental agency
in forwarding mail from earlier addresses, and to the care with which
current addresses had been secured from University records, the alumni
office, graduate advisers, and sometimes former associates. Completed
forms were dated upon return, and entered on a master control list. The
first two pages of the inventory, containing the respondent's name and
other personal information, were separated from the rest of the ques
tionnaire which contained expressed attitudes and comments. Only the
coded identification number was transferred to the latter pages. In this
way, faculty members could examine the responses and comments of
any number of graduates without learning their identities.
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All objective items were pre-coded to facilitate transfer to I.B.M.
punch cards. Codes for subjective items and identifying information
were devised later in terms of tbe actual responses obtained. Three
separate I.B.M. cards were used for each respondent, each being identi
fied by a control number. After the coding had been checked for
accuracy, the cards were punched, verified, and sorted into major
categories. Thus simple frequency counts for each response on a given
question were available, and investigators could refer back to these
when necessary. Machine equipment was also used to tabulate and print
individual entries or sums as needed for statistical computations. Sum
mary statistics obtained from these tabulations saved considerable
clerical and computational labor.

Representativeness of the Sample. Conclusions from follow-up studies
usually must be drawn with extreme care because of the numerous
restrictions on the data. This study, for example, should not be general
ized to Ph.D.'s from all American graduate schools, for three reasons.
First, the study was limited to University of Minnesota Ph.D:s who,
according to Hollis' study, constituted less than 4 per cent of the nation's
Ph.D:s for the 1930-40 period.5 Second, the present study covered a
fourteen-year span (1935-49), arbitrarily selected to include prewar
and postwar influences on graduate education. Since educational pro
grams are dynamic, even at the graduate level, the findings for this
period were hardly broad enough to serve as a basis for generalizations
concerning all Minnesota Ph.D.'s. Third, some persons in the study
group did not respond for a variety of reasons - death, lack of contact,
location in Communist China, unwillingness to respond, lack of
time, negligence, and others.

Fortunately, this third restriction was not as serious as the other two,
since it was amenable to statistical test. Although the responding sample
was proportionately large, that fact alone was not considered a sufficient
basis on which to judge its representativeness. Some of the very charac
teristics that the study was intended to discover might be peculiar to
the nonrespondents.

The method used to estimate the representativeness of this sample
was one of comparing respondents and nonrespondents on several char
acteristics which were known in advance for the two groups. These
were (1) sex; (2) number of academic quarters in residence; (3 )
number of calendar months between matriculation and receipt of the
degree; (4) age when Ph.D. was awarded; (5) major and minor fields
of study; and (6) location of the schools which had granted earlier
degrees.

• Hollis, op. cit., p. 40.
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The chi-square test of independence was used to test the null hy
pothesis - namely that the proportions of respondents and nonre
spondents possessing a particular characteristic differed no more than
could be accounted for by chance fluctuations. The respondents were
found to be not significantly different from the nonrespondents on all of
the first five characteristics. On the sixth characteristic (sources of
previous degrees) the null hypothesis had to be rejected, for a signifi
cantly larger proportion of the nonrespondents had earned their bacca
laureate degrees at foreign colleges or universities. The sample was
consequently biased in that it did not include enough persons with
undergraduate degrees from foreign schools. Examination of the list
of students with foreign undergraduate degrees disclosed that nearly
all of the 26 Minnesota Ph.D.'s who could not be reached because they
lived in Communist China were Chinese nationals whose undergraduate
degrees had been earned in China. The balance included a high propor
tion of questionnaires addressed to India (presumably to Indian na
tionals), only a portion of which were returned.

In the present study, therefore, few generalizations could validly be
drawn for foreign students who complete their Ph.D. degrees at the
University of Minnesota and then return to their home countries to
live and work.

PRELIMINARY FINDINGS

The present report largely summarizes descriptive information about
the 1315 persons who received a Minnesota Ph.D. degree between
1935 and 1949. Most of this information was obtained from Graduate
School files rather than from the questionnaire itself. A later report will
present the major findings from the inventories, relating these in many
instances to the information summarized below.

Findings relative to the length of the graduate program corroborate
Darley's conclusion that the so-called "three-year program for the Ph.D.
degree" has become a pleasant fiction for most doctoral candidates.
Summarizing in a newsletter selected information about 994 Ph.D.
recipients of the 1936 to 1948 period, Darley thus described the typical
Minnesota Ph.D.: "He will be somewhat over 30 years of age; his grade
record will be close to B+; he carried less than 100 credits of course
work in addition to his thesis; he was in residence for 12 to 14 quarters;
and he probably received his degree six to seven years after first regis
tering at Minnesota." 6 Detailed tabular findings analyzing these
characteristics by major departments and six-year periods were ap
pended to the newsletter.

• John G. Darley, "Graduate Faculty News Letter," University of Minnesota
Graduate School, December 7,1949 (mimeographed), p. 2.
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The present study extended the time span used by Darley, by one
year in each direction and analyzed findings by approximate five-year
periods: Prewar, 1935-39; War, 1940-44; and Postwar, 1945-49. The
Minnesota Graduate Group Committee structure was used to classify
major fields into reasonably similar areas of study.

Graduate Majors. The fields of learning represented by Minnesota
Ph.n:s varied greatly but there was notable concentration in certain
major areas, as shown in Table 19. One fourth of the doctoral degrees

Table 19. Distribution of Ph.D.'s Conferred by the University of Minnesota by Sex
and Group Committee, July 1, 1935, to June 30, 1949

Graduate Group Committee Men Women Total
Per
Cent

conferred by the University of Minnesota were in the agricultural
sciences; almost as many had been awarded in the physical sciences.
Approximately one seventh had been given to each of three other major
Graduate School groupings - education, medical science, and social
science. The balance included 5 per cent awarded in language and
literature, another 5 per cent in the biological sciences, and a single
degree under the relatively new statistics committee.

Only one tenth of all Ph.D.'s conferred during this fifteen-year period
were received by women, the proportions varying from 3 per cent in
the physical sciences to 32 per cent in the language and literature area.

Distribution of Ph.D.'s by five-year periods (within these Graduate
Group Committee classifications) indicated a consistent increase, from
the first to the last of the five-year periods studied, in the number of
degrees given in the agricultural sciences, education, and social sciences.
The largest numbers of Ph.D:s awarded during war years were in the
medical sciences, physical sciences, biological sciences, and language
and literature, though the latter two declined considerably in the post
war period.

Agricultural Sciences 316
Biological Sciences 59
Education 140
Language and Literature 50
Medical Sciences 169
Physical Sciences 297
Social Sciences 149
Statistics 1

Total 1181

Per cent 89.8%

12
2

50
23
21
10
16
o

134

10.2%

328
61

190
73

190
307
165

1
1315

100.0%

24.9
4.6

14.5
5.5

14.5
23.3
12.6

.1
100.0



Table 20. Variations among Graduate Group Committees in Number of Months
Between Matriculation and Receipt of the Ph.D. Degree

164 A University Looks at Its Program

Length of Graduate Programs. The time span between first Graduate
School registration and receipt of degree provided one measure of the
length of graduate programs. As shown in Table 20, the typical
(median) Ph.D. spent five years and two months in earning his degree.7

Agricultural Sciences 309 17 34 56 85 221
Biological Sciences 58 24 45 58 88 213
Education 186 20 46 74 118 277
Language and Literature. 73 17 64 102 135 262
Medical Sciences 186 14 38 52 70 253
Physical Sciences 301 15 44 56 78 257
Social Sciences 162 12 56 86 119 313
All Ph.D:s 1275 12 44 62 96 313

• Data were not available for 40 of the 1315 Ph.D:s included in this study.

100
(High)

Percentile Distribution in Months
o 25 50 75

(Low) (Qt) (Median) (Q3)Graduate Group Committee N •

Less than one fourth of the candidates actually earned the degree in
three years (16 per cent) while, at the opposite extreme, one fourth took
eight years or longer to accomplish this purpose. The range was from
one year (12 months) to more than 25 years (313 months) for individ
ual candidates, both of whom earned degrees in one of the social
sciences. Though many other activities often intervened, the time re
quired to earn this highest degree is evidently far beyond the three-year
period many people expect.

When classified by fields of study, this time span varied greatly. The
typical Ph.D. in medical sciences represented a program only half as
long (52 months) as the one in language and literature (102 months).
Again, these figures cannot be interpreted at face value, since some
persons entered with considerable advanced work from other institu
tions. But they do indicate what happened to young men and women
who earned the Ph.D. degree during this fourteen-year period.

The number of quarters spent in residence provided another measure
of length for graduate programs (see Table 21). In this instance the
median number of academic quarters spent in residence was 12, with
half of the candidates spending from 10 to 15 quarters on the campus.
Variations, too, appeared in number of quarters' residence spent by

• The difference between this finding and Darley's "six-year time span" can be
attributed to extension of the period covered and use of the median rather than the
mean. The mean time span for the present study was 75 months.
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Table 21. Number of Quarters Spent in Residence a by Minnesota Ph.D.'s
in Various Subject Fields

165

Percentile Distribution in Quarters

~
0 25 50 75 100

Graduate Group Committee N b (Low) (Q 1) (Median) (Q a) (High)

Agricultural Sciences ...... 309 6 9 11 13 26
Biological Sciences ....... 58 7 11 14 17 28
Education ............... 186 6 10 12 14 43
Language and Literature .. 73 6 11 13 18 30
Medical Sciences ......... 186 6 10 12 16 35
Physical Sciences ......... 301 7 11 13 15 35
Social Sciences .......... 162 6 9 12 14 36
All Ph.D.'s .............. 1275--6 10 12 15 43

a Quarters of residence as defined in this study included total graduate residence,
irrespective of place.

b Data were not available for 40 of the 1315 Ph.D.'s included in this study.

Table 22. Variations among Graduate Group Committees in Terms of Age at Which
Ph.D. Degree Was Conferred by University of Minnesota (1935-49)

Percentile Distribution in Years
0 25 50 75 100

Graduate Group Committee Na (Low) (Q 1) (Median) (Q 3) (High)

Agricultural Sciences .... 305 23 28 31 35 50
Biological Sciences ..... 58 25 27 29 34 44
Education ............. 188 24 29 33 39 59
Language and Literature 72 23 31 35 39 54
Medical Sciences ...... 185 23 27 30 32 50
Physical Sciences ...... 299 23 26 28 30 47
Social Sciences ......... 161 22 29 33 39 62
All Ph.D.'s ............ 1268 22 27 30 35 62

a Ages were not available for 47 of the 1315 Ph.D.'s.

candidates in different fields, although fluctuations here were not as
great as those reported above (based on the total length of the pro
gram).8

Age. The extended time devoted to doctoral study was naturally
reflected in the age of candidates when their degrees were conferred
(see Table 22). The median age of all Ph.n.'s at graduation was 30 years;
only a fourth were 27 years old or less, while another fourth were 35
or older. The range of typical Ph.D. recipients when classified according
to broad fields was from 28 in the physical sciences to 35 in the language
and literature area. Similarly, the middle 50 per cent of candidates in

• The effect of World War II upon length of graduate programs was demon
strated by a significant increase in the number of months between matriculation and
graduation. (No such increase was noted for the number of quarters in residence. )



Table 23. Level and Source of Previous Academic Degrees Earned by
University of Minnesota Ph.D.'s (1935-49)

Ph.D. recipients had earned their bachelor's degrees in Minnesota,
largely at the University. The majority came from other states and
foreign countries. More than a third (36 per cent) had acquired a
master's degree from some out-of-state institution before coming to the
University, while another fourth apparently did not fulfill requirements
for this degree. The University itself conferred two fifths (39 per cent)
of these second degrees. A third (33 per cent) had acquired both

No degree of the type reported . . 12 0.9 332 25.2 340 • 25.9
University of Minnesota 411 31.3 517 39.3 545 h 41.4
Other Minnesota colleges 91 6.9
Out of state and foreign " 801 60.9 466 35.5 430· 32.7

Total I3I5 IOQ.O I3I5 100:0 I3I5 IOO.O
• Includes no degrees of record at either or both levels (almost exclusively

persons who did not take a master's degree as part of their graduate programs).
h Includes 243 individuals who earned both bachelor's and master's at Minnesota

(18.5 per cent), 33 with bachelor's degrees only (2.5 per cent), and 269 with mas
ter's only at University of Minnesota (20.4 per cent) .

• Includes persons who earned both bachelor's and master's degrees outside
Minnesota.

Academic Degrees Earned Prior to Ph.D. Degree
Bachelor's Master's Either or Both

Per Per Per
N Cent N Cent N CentIdentification Category

166 A University Looks at Its Program

the physical sciences were between 26 and 30 years old, whereas in
education they ranged from 29 to 39 years of age.

Some evidence suggested that the age at which Ph.D.'s were received
was increasing. For the average age gradually increased from approx
imately 30 in the first five years to approximately 33 years for the last
five years in this fourteen-year period. The effect of World War II in
postponing degree plans may be a likely explanation for this significant
gain, although ages had started to increase in the prewar and early
war years.

Such findings are extremely important in any deliberation on grad
uate programs. For they demonstrate the fact that a large portion of
the future professional's productive life is likely to be consumed by
these preparatory phases of his career.

Source of College Degrees. Where do University Ph.D. recipients
complete their bachelor's and master's degrees? To answer this ques
tion, the 1315 Ph.D.'s were classified according to level and source of
college degrees, as shown in Table 23. Approximately two fifths of these
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bachelor's and master's degrees from out-of-state colleges or universities
before coming to the University of Minnesota. These latter facts are
extremely relevant in interpreting the previous information relating to
the length of graduate programs.

Classification of Ph.n. recipients by fields of study revealed many
variations in this pattern. The range in proportions of Ph.n.'s who had
earned out-of-state bachelor's degrees was from 22 per cent for the
agricultural sciences to 42 per cent for languages and literature. In
similar fashion the range for master's degrees earned out of state was
from 19 per cent in the physical sciences to 46 per cent in the agricul
tural sciences. The University of Minnesota had awarded at least one
earlier degree to sizable numbers in each field: agricultural sciences, 39
per cent; biological sciences, 44 per cent; education, 49 per cent; lan
guage and literature, 51 per cent; the medical sciences, 41 per cent;
the physical sciences, 37 per cent; and the social sciences, 40 per cent.9

These proportions compare with 41 per cent for the total sample of 1315
cases.

These facts demonstrate that the University of Minnesota Graduate
School draws heavily from colleges and universities in all parts of the
country but does include sizable proportions of its own graduates
among those later awarded its highest earned degree.

IMPLICATIONS

Aside from the facts presented in the previous section, this study will
furnish much-needed information about what happens to University of
Minnesota Ph.D.'s, the contributions they make socially and profession
ally, and their evaluation of graduate programs in terms of later useful,,:,
ness to them.

Realistic evaluation of doctoral programs as preparation for college
teaching will be an important outgrowth of this study. Working answers
will be provided to questions such as these: What proportions of Minne
sota Ph.n:s follow teaching careers and from what departments, pre
dominantly, do they come? How do these teaching graduates spend
their time and how effectively have graduate programs prepared them
for their duties? What shortcomings have been noted in their prepara
tion for college teaching? What suggestions for improving or modifying
programs have been suggested? Replies should prove helpful to the
Graduate School at the University of Minnesota, and possibly elsewhere,
in charting the next steps in this important area of preparing men and
women for their subsequent careers.

• For purposes of classification the one Ph.D. in statistics, who had a minor in
educational psychology, has been included among education Ph.D.'s.
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Similarly, other functions can be appraised through the analysis of
these findings. How well do graduates feel they are prepared for the
positions which they hold in industry or in government? How effectively
do Ph.D.'s from this one institution feel they have been prepared for
research, administration, and professional relationships, or for meeting
the demanding needs of contemporary life? What aspects of graduate
training are viewed as most or least satisfactory? What constructive
suggestions are made for modifying or strengthening present require
ments?

The Ph.D. degree represents completion of the highest level of formal
training in American education. Its holders are called upon for leader
ship in critical aspects of our national life. Poor or inadequate prepara
tion for important duties that society and profession thrust upon them
may indicate areas in which programs of graduate education should be
modified and improved. Self-study, along lines of the present survey,
should furnish useful clues in identifying those areas of greatest need.



CHAPTER 19 .

Graduate Students in Education

BY Ruth E. Eckert

WHILE the striking gains in graduate enrollments in education since
World War II have accentuated the need for studies of those who
pursue these advanced programs, the problems investigated in this study
are crucial ones in the whole field of advanced education. For this study
was planned to provide information of three general kinds:

1. The proportionate numbers of graduate students specializing in
education, their distribution among various degree programs provided
in this field, and significant trends with respect to such enrollments.

2. The characteristics of graduate students in education: age, home
residence, sex, prior educational experiences, and academic abilities
and achievements.

3. The history of their progress in graduate study: the proportion of
those who completed their degree programs, the amount of time they
spent in graduate work, and the nature of their educational experiences.

METHOD OF THE STUDY

The present study was based on students who began their graduate
work in education in the years preceding World War II, giving those
who had the ability and motivation to complete advanced degree pro
grams sufficient time to do so. Data were gathered for all students who
had received the Ph.D. degree with a major in some field of education
between 1917 and 1944 (the year with which the present study closed),
since relatively few students had taken this highest degree. In addition,
records were secured for all those who began graduate programs in
education during the five-year period extending from September 1935
through August 1940, and these were classified according to degree
status in June 1944. The total population was thus divided into five
groups for study: (1) Ph.D. granted (127 cases); (2) working toward
M.A. (310 cases); (3) working toward Ph.D. (85 cases); (4) M.A.
granted (385 cases); and (5) degree candidacy apparently abandoned

169
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(610 cases). Members of this last group had not managed to earn even
fifteen quarter credits by June 1944 and were therefore excluded from
further analyses since they did not appear to have been serious can
didates for an advanced degree. While records for the first four groups
were studied intensively, only a few highlights from the findings will be
reported here.1

ANALYSIS OF THE GRADUATE ENROLLMENT IN EDUCATION

Although undergraduate enrollments in education leveled off after
a spectacular rise in the decade 1917-27, the number of graduate stu
dents majoring in this field continued to increase during the whole
period studied. This trend paralleled a tenfold gain in total Graduate
School enrollment during the 25 years preceding World War II. A
fourth (26 per cent) of all master's degrees and 8 per cent of all doctor's
degrees conferred by the University during these years were granted to
majors in education. During recent years (1936-43) education students
earned one third of the total number of master's degrees granted at this
institution.

Major Fields of Study. Of the 385 students who earned master's de
grees in some field of education between 1935 and 1944, nearly two
fifths (38 per cent) had majored in educational administration, which
suggests that many were preparing to be principals or superintendents
of schools. About a fifth of the total group (21 per cent) had majored in
"education," 2 with slightly lower percentages specializing in curricu
lum and instruction (18 per cent) and in educational psychology (16
per cent). The remainder (7 per cent) had concentrated in industrial,
agricultural, or home economics education.

Most master's candidates (three out of four) had followed the Plan B
program,3 which places less emphasis upon research than the Plan A
program does. This is shown strikingly in the fact that master's candi
dates in education have been awarded 59 per cent of the Plan B degrees
granted by the University since the plan was instituted in 1937; in con
trast, only 15 per cent of the Plan A degrees were granted to master's can
didates in education during the same period. Ph.D. degrees granted to
education students were rather evenly divided among candidates with

1 A more complete report may be secured from the Bureau of Institutional Re
search: Ruth E. Eckert, "Study of Graduate Students in Education" (mimeo
graphed; Minneapolis: Bureau of Institutional Research, April 1946).

• This is a broad major, designed to meet the needs of students who wish to take
a carefully planned sequence of work in at least three fields of education.

• The Plan B program requires 45 hours of course work (at least nine hours in
courses that require colloquium papers), whereas the Plan A program requires 27
hours of course work, plus an extended thesis.
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majors in "education," educational administration, and educational
psychology.

CHARACTERISTICS OF STUDENTS WORKING FOR ADVANCED

DEGREES IN EDUCATION

Some important descriptive facts are briefly summarized below, with
a discussion of their implications for the graduate program in educa
tion reserved to the closing section.

Sex. About twice as many men as women were working toward or
had obtained master's degrees, while three times as many men as
women were working toward or had secured the University's highest
degree, the Ph.D. This is in marked contrast to undergraduate enroll
ments in education, where women consistently outnumber men students.

Home Residence. Only slightly more than one fourth of these grad
uate students in education came from the Twin Cities area. This is far
below the 50 to 60 per cent of education undergraduates who reside
in the local area. About 37 per cent of both the graduates and the under
graduates came from other Minnesota communities, but more than
three times as many graduate as undergraduate students lived outside
the state, which harmonizes with general trends in graduate enroll
ments. Although most out-of-state students were midwesterners, 36
different states and foreign countries were represented.

Institutions Granting Earlier Degrees. Colleges in Minnesota had
granted the bachelor's degrees held by slightly more than half (53 per
cent) of these graduate students. Thus the University had awarded 28
per cent of these first degrees, Minnesota state teachers colleges 10 per
cent, and Minnesota private liberal arts colleges 15 per cent. The out
of-state enrollment was about evenly divided between graduates of
private and public higher institutions. Of those who were awarded the
Ph.D. degree, more than half (54 per cent) had taken their master's
degree at the University of Minnesota; nearly one in three (31 per cent)
of the students who had earned their master's degree at Minnesota had
their baccalaureate work here.

Time of Beginning Graduate Work. Normally some time elapsed be
tween the student's completion of his undergraduate program and his
enrollment in the University's Graduate School (an average of three
years for men and four for women students). Students who enrolled a
year or two after receiving their bachelor's degrees were typically
younger, as would be expected, and more likely to pursue their graduate
work on a full-time basis.

Use of Academic-Year and Summer Session Courses. In general, can
didates for advanced degrees in education were employed full-time,
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usually in teaching positions, and it was therefore necessary for them to
do most of their graduate work in late afternoon or Saturday classes, or
during the summer terms. Less than 10 per cent of the master's can
didates had restricted their work to the regular academic quarters; even
among persons later awarded the Ph.D. degree only one third had done
all their course work during the academic year.

Age at Time of Receiving a Graduate Degree. The sketchy data avail
able for those who earned master's degrees in education indicated that
the typical male student was about 30 years old and the typical woman
nearly 34 when the degree was conferred. Many of these students had
also been seriously delayed in earning baccalaureate degrees. Similarly
fragmentary information for Ph.D. candidates suggests that most recipi
ents of this degree were in their late thirties or early forties. This cor
roborates other studies showing that Ph.D.'s in education are usually
from five to ten years older than candidates in other fields.

Measured Academic Abilities. Because standardized tests of aptitude
or achievement have not been widely used at the graduate level, few
comparisons could be made between graduate students in education
and those in other fields. Data for a limited number of cases indicated
that the median score achieved by entering graduate students in educa
tion on the Miller Analogies Test was about the same as that made by
College of Education juniors who were preparing to teach in some aca
demic field at the high school level. According to an unpublished study
by Dr. W. S. Miller, involving all University of Minnesota Graduate
School entrants in the fall quarters of 1940 and 1941, Graduate Group
III (which includes majors in education, psychology, child welfare, and
music) was quite typical of all students beginning advanced studies at
this institution. Thus these students achieved a 50th percentile score
(among Minnesota entering graduate students) on the Miller Analogies
Test, a 56th percentile score on the Verbal Factor Test of the Graduate
Record Examination, and a 40th percentile composite score on the
seven tests of subject matter included in this latter battery. When psy
chology majors were excluded, however, the remaining students (more
than two thirds of whom were majors in education) scored significantly
lower, with median scores ranging from a 31st percentile on the achieve
ment tests to a 48th percentile on the Miller Analogies tests. Entering
graduate students in education were apparently not a very select group
on these bases. Yet so great was the range that many education can
didates ranked among the ablest in the entire University. Unfortunately
the data were too limited to permit studies of those who completed
graduate programs in education, but evidences presented below suggest
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that these persons would have ranked much higher than the total group
of entering students did.

PROGRESS IN GRADUATE STUDY

Since some students take only a few graduate courses to gain certifi
cates or to fill some gap in their training, it was not possible to make
accurate studies of persistence in graduate work. Yet it appeared signifi
cant that as many as 610 students, who had begun graduate work
between 1935 and 1940 and definitely specified their intention of work
ing for an advanced degree, had not accumulated even fifteen hours'
graduate credit by 1944. The problem of "dropouts" clearly requires
further study. The following analyses are confined, as earlier ones were,
to students who had completed at least this minimum work toward an
advanced degree.

Amount of Time Required to Complete a Degree Program. Students
who received the master's degree in education typically devoted two
and a half calendar years to fulfilling the requirements, with only 12
per cent earning the degree in a single year. Another 13 per cent required
upwards of five years to complete their program. Students later awarded
the doctor's degree normally spent about four calendar years beyond
the master's degree in fulfilling requirements. Again the length of time
varied markedly - from one year beyond the M.A. for a very few stu
dents to more than ten years for some at the other extreme. Course
work for the Ph.D. degree usually was completed at least a year before
the degree was conferred.

Extent of Course Work Taken for the Degree. Candidates for the
master's degree under Plan A typically presented 34 quarter credits of
graduate work, in addition to the thesis, which is conSiderably above
the minimum requirement of 27 credits. Plan B candidates averaged
one or two credits beyond the 45 required; students who were later
awarded the Ph.D. degree typically earned 52 quarter credits beyond
the Master's degree.

Character of the Work Taken for the Degree. Education courses
usually accounted for about six sevenths of all the work taken for a
graduate degree. Only a sprinkling of students elected courses in
English, social studies, or the natural sciences, and almost no work was
taken in such fields as music, art, and philosophy. Thus only three of the
385 persons awarded the master's degree, and one of the 127 individuals
granted the Ph.D. degree, had included any course in philosophy beyond
ones dealing with distinctively educational problems. Most courses
taken outside education seemed to be aimed at increasing the can-
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didate's vocational competence (witnessed by the election of work in
psychology, biostatistics, and public administration) rather than at a
broadening of his general education.

The tendency to specialize intensively was particularly marked for
candidates who majored in educational psychology. "Education" majors,
in accordance with the design for this field of concentration, had spread
their work rather broadly among courses offered within the education
program. But few advanced students, whatever their major field, had
elected courses in the history or philosophy of education, which suggests
a rather alarming gap in the preparation of leaders for our schools and
colleges.

Success in Graduate Course Work. Because of the limited grading
scale used in graduate courses,4 honor-point averages did not vary
markedly for the four groups studied. They ranged from 2.03 (a B
average) for those still working toward a master's degree to a 2.61 (a
B+ average) for those who had later received the Ph.D. degree. As
might have been expected, students' grades in their fields of specializa
tion were normally higher than those earned in other courses.

University Services Rendered by Ph.D. Candidates. About three
fourths of all those awarded the Ph.D. degree in education had held
some type of University appointment during their residence. Of the
127 recipients of this degree, 52 had been classified at some time as
instructors (chiefly at University High School), 4 as lecturers, 45 as
teaching assistants, 15 as research assistants, while 13 held miscellaneous
types of appointment. These experiences unquestionably enriched grad
uate studies, supplying many valuable additions to formal classes and
seminars.

IMPLICATIONS

The findings of this study have important implications for all grad
uate divisions, since they raise certain basic problems relating to the
selection of graduate students, the study programs provided for them,
and methods of judging their competence.

1. The present findings underscore the need for a more careful initial
selection of graduate students. Earlier academic records might well be
supplemented with measures of intellectual caliber, cultural back
ground, special interests and talents, and personality characteristics.
Social and professional needs should be considered, too, so that the
resources of the graduate faculty are devoted, as far as possible, to
preparing students in fields where trained leadership is urgently needed.

• A B average must be maintained by candidates for graduate degrees, and in
some fields no C work is allowed to count toward the degree.
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2. The study likewise suggests the wisdom of giving more adequate
financial assistance to worthy candidates. The present study reveals an
admirable motivation on the part of older persons, who often had to
carry graduate courses along with their regular employment. Yet the
personal and social returns might have been greater, had scholarship
and loan provisions enabled promising students to pursue their studies
on a full-time basis.

3. These findings also emphasize the need for long-range planning
of graduate study programs, as is now being done at Minnesota. The
candidate can then be strongly encouraged to secure the broad cultural
foundation which educational leaders should have, as well as to develop
the requisite technical competence. Some new courses may be required
to cultivate this kind of perspective and vision. For graduate courses in
general education must be clearly designed for mature individuals and
free from the prerequisites that now so often discourage or preclude
enrollment of students who stand in most need of such work.

4. A more comprehensive and thorough program in the evaluation
of students would also improve the quality of graduate work. Examining
and grading systems need to be refined so that young people of out
standing ability may be identified early and appropriate provisions made
for their further study. Similarly, every division should strive to develop
more valid criteria for awarding the University's highest degrees, so
that actual competence will be assessed. Less attention would then
have to be given to specific course patterns or to grades received in
these fields.

5. The findings of this study highlight the need for searching studies
of the long-term outcomes of graduate instruction. The study reported
in Chapter 18 represents a first attempt in this direction, exploring the
present status, achievements, and self-diagnosed needs of more than a
thousand persons awarded the Ph.D. degree at Minnesota in the 1935-49
period. Only as a graduate faculty becomes alert to the many evidences
of its successes and failures and is ready to experiment with new ap
proaches will the programs offered fulfill their high purpose.



CHAPTER 20.

Studies ofForeign Language
Requirements for the Ph.D. Degree

BY Ruth E. Eckert AND Dwight E. Minnich

THE validity of the foreign language requirement usually set for
advanced degrees has been questioned by many people in recent years.
Should all graduates for the Ph.D. degree be expected to demonstrate
at least a reading knowledge of French and German? Realizing that
well-established practices may require examination in the light of new
needs, the dean of the Graduate School at Minnesota appointed a com
mittee in 1945 to study the local situation and to formulate recom
mendations. I

PLAN OF THE STUDY

Attitudes and practices with respect to the foreign language require
ment were studied in several different ways. Following three explora
tory investigations, two more comprehensive studies were undertaken,
the first of which probed graduate faculty members' own use of foreign
languages and their personal views on this point,2 and the second of
which raised these same questions with recent graduate students.3

Included in the latter group were all graduate students who had at
tended the University between September 1945 and June 1947, had
passed both language examinations (at least one during this period),
but had not received the Ph.D. degree by June 1947. Replies to two-

1 In addition to the authors of this report the committee sponsoring this study
included the following members: Professors A. C. Krey, W. M. Sandstrom, and
L. G. Straub. Dr. Minnich served as chairman of the committee.

• Ruth E. Eckert, Robert J. Keller, and Margaret McConahy, "Foreign Language
Requirements for the Ph.D. Degree as Viewed by Graduate Faculty Members"
(mimeographed; Minneapolis: Bureau of Institutional Research, University of
Minnesota, January 1948).

• Ruth E. Eckert, Robert J. Keller, and Margaret McConahy, "Foreign Lan
guage Requirements for the Ph.D. Degree as Viewed by Recent Doctoral Can
didates" (mimeographed; Minneapolis: Bureau of Institutional Research, Uni
versity of Minnesota, February 1948).
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page questionnaires were received from 307 (81 per cent) of the full
and associate members of the graduate faculty, and from 166 (88 per
cent) of the doctoral candidates who met the above qualifications. Many
free comments written on the blanks expressed lively concern for the
problems dealt with in this study.

• FINDINGS FROM THE BACKGROUND STUDIES

A preliminary survey canvassing the attitudes of the seven Graduate
Group Committees at Minnesota 4 revealed that two (the physical
science and the language and literature groups) favored retention of
the present requirements, whereas three others (the social science,
philosophy-psychology-education, and agriculture groups) thought
that individual departments might well allow substitutions in some
cases. Two group committees, biological and medical sciences, failed to
submit reports in time. The reasons advanced in support of the above
positions were used in developing the questionnaires described below.

A summary of the related literature revealed that there was general
dissatisfaction with foreign language requirements for advanced de
grees.5 Widespread uncertainty was evident as to objectives, command
of foreign languages being variously defended as an invaluable research
tool, a mark of culture, and an effective barrier for less able students.
Findings relating to actual use of these language skills demonstrated
rather clearly that in no field is a knowledge of foreign languages uni
versally indispensable. While most majors in natural science and allied
fields claimed some later use for these skills, majors in the humanities
and social sciences appeared to have derived less professional benefit
from this study. Least use was reported by former students in education.

In the third of these preliminary studies, the deans in 31 selected
graduate schools were queried concerning language requirements in
their own schools. 6 More than nine tenths (91 per cent) of the 24 who
responded agreed that the primary purpose of the requirement was to
equip students with necessary research tools. More than half of all
respondents named this as the sole reason for the language requirement
at the doctoral level. Almost half of these deans (48 per cent) said that
the language department was primarily responsible for determining the

• Nina Draxten and Ruth E. Eckert, "Opinions of Minnesota Faculty Members
on Language Requirements for Advanced Degrees" (typed; Minneapolis: Bureau
of Institutional Research, March 1946).

• Ruth E. Eckert and Nina Draxten, "Summary of Literature Relating to the
Foreign Language Requirements for Advanced Degrees" (typed; Minneapolis:
Bureau of Institutional Research, March 1946).

• Nina Draxten and Ruth E. Eckert, "Report on Foreign Language Requirements
for Advanced Degrees at Twenty-three Selected Institutions" (typed; Minneapolis:
Bureau of Institutional Research, March 1946).
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language proficiency of doctoral candidates in their institutions. In
most of the other schools, the candidate's major department assumed
this task, although a few deans indicated that credits in language courses
satisfied their requirements.

A few deans attributed the current dissatisfaction with foreign lan
guage requirements to students' inadequate preparation in this field.
Other reaSOns cited were the failure of departments to maintain uniform
standards, and the use of language requirements as rather arbitrary
and meaningless hurdles.

When asked about possible revision of these requirements in their
own institutions, nine deans said that they did not anticipate any change,
two indicated that substitutions were already permitted in certain
cases, and five said that some modification was being considered. The
other deans either failed to answer the question or gave no clear indica
tion of what the opinion was on their own campuses.

FOREIGN LANGUAGE PREPARATION OF MINNESOTA FACULTY

MEMBERS AND ADVANCED GRADUATE STUDENTS

Since the extent and quality of preparation in foreign languages would
probably affect later use of them, information was obtained concerning
the foreign language preparation of both the students and faculty in
volved in this study. Practically all faculty members had studied at
least one foreign language, more than nine tenths (92 per cent) having
satisfied language requirements in connection with their own advanced
degree programs. The four languages most frequently used for this
purpose were German (82 per cent), French (81 per cent), Latin (7
per cent), and Spanish (6 per cent). Scandinavian, Italian, and Greek
were also reported.

Among advanced graduate students 94 per cent had passed the
German and 90 per cent the French examination; and 85 per cent of the
group had presented and passed both German and French. Spanish,
third in frequency of mention, was presented by only 10 per cent of the
group, while Russian, Swedish, Norwegian, Portuguese, and Japanese
had been offered in rare instances.

Most of the candidates who presented German, French, or Spanish
had studied the language at the high school or undergraduate college
level. The proportion was highest for German (70 per cent) and lowest
for Spanish (53 per cent). Twelve per cent of all respondents had had
no pregraduate training in either required language, while another 40
per cent learned their second required language while studying for an
advanced degree. Nearly all candidates devoted some time (averaging
96 hours) to intensive review just prior to each language examination.
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Among graduate students who had presented German and French,
more than three fourths (79 per cent) had passed the German, and more
than nine tenths (95 per cent) the French examination, on the first
trial. Although most candidates (72 per cent) reported no delay in their
doctoral work because of these language hurdles, interruptions of from
three months to five years were indicated occasionally, usually by per
sons who had had little or no previous language study.

EXPECTATIONS CONCERNING THE USE OF FOREIGN

LANGUAGES BY DOCTORAL CANDIDATES

More than half of the faculty members (57 per cent) expected their
students to employ at least one foreign language in their graduate study.
This figure included most professors in the biological and physical
sciences (78 and 76 per cent, respectively), and about two thirds of the
faculty in medicine and technology (65 and 62 per cent, respectively).
In contrast, only two fifths (41 per cent) of the business faculty and one
tenth (9 per cent) of those in education specified any direct use for
foreign language skills. Faculty members in the social sciences, philos
ophy, music, psychology, and speech pathology were about equally
divided on this point.

Asked to specify the types of use which might be made, relatively few
faculty members said that they required readings in foreign languages
in connection with course work (11 per cent for German and 7 per cent
for French). Larger proportions (21 and 16 per cent, respectively)
recommended such readings, however. Still others said that foreign
languages would be used in some phases of graduate work, though they
did not specify the particular applications. The rest of the staff (36 per
cent) either indicated no definite uses or omitted the question. Faculty
members in medicine and technology seemed to be making the most
consistent instructional use of these language skills.

ACTUAL USE MADE OF FOREIGN LANGUAGES IN PROFESSIONAL

STUDY AND RESEARCH

Three fifths (61 per cent) of the faculty members indicated that they
had made some later use of all the languages studied for their advanced
degrees.7 This figure ranged from 23 per cent for education professors
to 100 per cent for those teaching in pharmacy and child welfare. One
seventh (15 per cent) of the total group had used one, but not both, of
the languages studied, and 17 per cent had used neither required lan
guage. Two fifths (41 per cent) of the entire graduate faculty signified

7 The tenn "some" in this instance refers to any use of the two languages, whether
the respondents rated this as "extensive," "some," or "little."
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SOme use of foreign languages other than those studied in college and
graduate school. Apparently persons seriously interested in a field man
age to acquire needed study tools, whether or not they are a doctoral
program requirement. But it would be important to discover whether
the time or effort required to learn these new languages was significantly
decreased by the earlier training in linguistic skills.

German was most often used in subsequent work, approximately five
sixths of the total faculty group (84 per cent) claiming such use. Seven
ty-two per cent specified French, while only 20 per cent reported any
later use of Spanish. The Scandinavian languages, Russian, and Latin
were used by a few staff members. More than a third (36 per cent) of
these graduate faculty members reported extensive use of German while
less than a fifth (19 per cent) indicated this for French.

Recent doctoral candidates showed a similarly wide variation in their
use of foreign languages. More than half (54 per cent) said that they
had already employed both languages studied or expected to do so in
their graduate study and research. This proportion increased from no
students in business administration and education to 93 per cent of those
in the biological sciences. Another fourth of all doctoral candidates (26
per cent) reported some past or anticipated use of one language. Nearly
a fifth of the respondents (19 per cent), however, had used neither
language and saw little possibility of doing so.

German was evidently the most utilized language. Three fourths (75
per cent) of all candidates who had passed the German examination
reported past or potential use of this language in their graduate study
and research -largely for optional readings in courses or seminars.
Among those presenting Romance languages, better than half (56 per
cent for Spanish and 64 per cent for French) reported prior or expected
use of the language. The occasional candidates who qualified in some
other language quite uniformly specified definite applications, which
suggests that deviations from the usual language pattern had been based
on actual need for a substitute language. About a third (35 per cent) of
all candidates claimed that, had they acquired these skills earlier, they
would have used them extensively in their studies. Education and psy
chology students quite uniformly rejected this hypothesis, however,
often commenting that the late date at which these language skills had
been typically acquired had little to do with the scant use reported.

ATTITUDES TOWARD ACCEPTANCE OF LANGUAGES OTHER

THAN FRENCH AND GERMAN

Most graduate faculty members (66 per cent) thought that languages
other than French and German should be accepted without special
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petition if they were clearly pertinent to the candidate's work. Only in
the College of Pharmacy and the Institute of Technology did less than
half of the staff endorse this position. Among the several substitutes
suggested, Russian and Spanish were most often specified, each being
mentioned by more than a third of the faculty.

When asked as to their actual preferences, nearly three fourths (73
per cent) of these faculty members mentioned German and about half
(52 per cent) specified French. Russian, Spanish, and the Scandinavian
languages were listed by from 5 to 10 per cent of the total group. Only
half (49 per cent) of the graduate faculty listed German and French
as the preferred combination; German and Russian, which ranked next,
was mentioned by 6 per cent of the total group. The other respondents
thought that the languages should be selected by candidates on the basis
of their individual requirements.

There was a great diversity of opinion as to the values of particular
languages for work in a given field. Even within the same department
some instructors preferred German and French, some Russian and
Spanish, while others specified still different combinations. Appended
comments suggested that the amount and quality of foreign research on
particular topics strongly influenced these choices. No one or two re
quired languages could possibly meet the many needs described by
these faculty members. As one professor in agriculture explained, "It is
more helpful in any research group if a wide range of languages is
represented."

Five sixths (84 per cent) of the advanced graduate students likewise
favored acceptance, without special petition, of languages other than
German and French. Among those suggested, Russian was specified by
more than half (54 per cent) of these students, Spanish ranked next (32
per cent), while Scandinavian and Oriental languages were mentioned
by 9 and 6 per cent respectively, of the total group. In every college
and division some language other than French and German was named
as potentially very useful. Like their faculty advisers, these graduate
students seemed keenly aware of the international scope of their dis
ciplines.

ATTITUDES TOWARD CONTINUANCE OF THE DOCTORAL

LANGUAGE REQUIREMENTS

Graduate faculty members were certainly not of one mind as to what
should be done about the foreign language requirements. There were
notable differences within and among departmental groups on this
point, with some staunchly defending the present requirement and
others arguing heatedly for its abolition. The opinions of advanced
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graduate students were generally quite similar to those of their major
advisers, though a few interesting differences emerged.

Satisfaction with Present Requirements. When queried as to their
preferences, a fourth of the graduate faculty favored the status quo,
recommending that no changes be made in current requirements (see
Table 24). Somewhat less than half (47 per cent) favored some liberal
ization by pennitling the two languages to be chosen in tenns of special
interests and needs.8 A substantial number (34 per cent) advocated
earlier fulfillment of these requirements; they were perhaps looking
toward greater use of language skills during the period of graduate
study.9 Approximately a seventh (14 per cent) would pennit substitu
tion of some other research skill for one foreign language. One in five
(20 per cent) would do away with any general language requirements,
for reasons discussed below.

Doctoral candidates themselves definitely favored some modification
of the language requirements. Twice as many recommended changes as
approved the existing requirements (52 per cent vs. 26 per cent) .10 In
no school or division did as many as 50 per cent give unqualified ap
proval to the current plan. Their specific suggestions confonned fairly
well to those made by faculty members, except that graduate students
were more inclined than their senior colleagues to favor abolition of the
requi~ement.

Suggestions for Making the Language Requirement More Meaningful.
Among faculty members who wished to retain some type of language
requirement, many advocated fundamental improvements in its opera
tion. Most of these favored acceptance of any two languages clearly
pertinent to the candidate's work - a point discussed above. Many also
stressed earlier acquisition of foreign language skills, so that more use
might be made of these skills in doctoral studies. Some went so far as to
suggest making a reading knowledge of at least one foreign language
an admission requirement for the Graduate School.

Many faculty members complained that, under the present system,
the candidate does not really know the language well enough ( even after

• This figure is well below the 66 per cent who stated, in answer to an earlier
question, that they would be willing to accept other languages without petition.
Those who favored substitution of another skill or abolition of the language require
ments normally did not check this particular response.

• The percentages given above total more than 100 since some faculty members
proposed two or three changes. Also certain persons who thought that the require
ments really should be abolished checked a second response as a possible com
promise.

10 The remaining individuals suggested changes in the examination itself rather
than in the requirement, skipped the question, or gave some reply that could not
be readily classified.
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Table 24. Attitudes of the Minnesota Graduate Faculty Toward Foreign Language Requirements for the Ph.D. Degree, in Percentages

Agr. Inst. of
For. Child

Attitude H.Ec. Bus. Educ. I.T. Med. Pharm. S.L.A. b Welf. Total
N=68 N= 17 N=22 N=45 N=40 N=5 N= 108 N=2 N=307

~
Should require earlier fulfillment of lan-

ex:> guage requirements ............. 39.7 41.2 9.1 24.5 17.5 20.0 44.5 50.0 33.9c,o
Should remain unchanged .......... 30.9 23.5 ... 46.6 37.5 100.0 20.3 . .. 25.7
Should accept any two languages . . .. 50.0 47.1 4.6 53.3 62.5 40.0 45.4 50.0 46.9
Should permit substitution of some

other skill for one language ....... 20.6 23.5 36.4 8.9 7.5 ., . 10.2 . .. 14.3
Should be abolished' ............. 19.1 17.6 81.8 2.2 15.0 ... 18.5 50.0 20.5
No reply ........................ 2.9 5.9 ... 4.4 2.5 . .. 7.4 ... 4.6

• Included in the 20.5 per cent figure for the Graduate School as a whole are 6.5 per cent who also checked some modification of present
requirements (stated above in second, third, and fourth items).

b Responses for arts and science faculty members are analyzed by departments in the more detailed report.
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passing the examination) to read the literature in his field with any
degree of proficiency. Hence they asked for more functional tests of
students' ability to use this skill, a few professors advocating that stu
dents' competence be evaluated by members of his major department.

A suggestion echoed by several faculty members was that graduate
credit be awarded for foreign language courses. If the requirement is
worthwhile, these persons argued, the development of foreign language
skills, especially as these relate to a given discipline, should be a planned
and essential part of each candidate's graduate program.

Graduate students again had the same slant as faculty members on
this problem for they, too, argued that the requirement should either be
enforced at a higher level of competence or abandoned. Many com
mented that graduate students are now often seriously diverted from
their major graduate concerns - their course work and research projects
- by this requirement, and yet emerge with an inadequate mastery of
the languages involved.

Suggestions for Liberalizing or Abolishing the Language Require
ment. As earlier figures have shown, a substantial proportion of faculty
members and graduate students believed that more drastic changes
were in order. Some would substitute another skill or competence for
one foreign language; others would drop any general language require
ment, permitting each department to prescribe the particular skills or
abilities needed for advanced work in that field.

Among faculty members who were ready to accept a substitute for
one language (14 per cent), almost half mentioned statistics. Other
skills or techniques included library methods, general research pro
cedures, laboratory techniques, accounting, semantics, and logic.ll Some
faculty members thought that their candidates would profit more from
gaining a broad foundation in some related field. Hence they recom
mended that a sequence of additional courses - demonstrably pertinent
to the candidate's interests - be accepted in place of at least one foreign
language. Several indicated that this would be an excellent way of
enriching candidates' preparation for college teaching and research
or for broadening them culturally. A few faculty members would prefer
greater proficiency in English, especially in preparing technical reports,
to the superficial knowledge many students now acquire of a second
foreign language. Graduate students' suggestions conformed to much
the same pattern, except that they were more ready than their faculty
colleagues to limit the requirement to a single language (demanding

U The more extended report contains many illustrations of the values of these fot
particular fields.
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perhaps both a reading and speaking knowledge of it) or to abolish the
regulation entirely.

Faculty members who thought that the traditional foreign language
requirements should be scrapped (20 per cent) were drawn principally
from three groups. Most of them were working in fields which lack an
extensive foreign literature or where good translations are readily
available. Certain others thought that while foreign language skills were
needed by most scholars in their own fields, some of their students might
profit more from another type of training. Still others stated that, though
they would continue to emphasize foreign language training for their
own candidates, they recognized that these skills were not as relevant in
certain other fields. Hence they sympathized with efforts to liberalize
or abolish the regulations, leaving the acquisition of needed skills up
to individual departments. Again the comments made by graduate stu
dents echoed these sentiments.

SUMMARY AND CONCLUSIONS

The present studies show that the traditional requirement of French
and German for the Ph.D. degree is being questioned on the Minnesota
campus and in graduate schools elsewhere. Most of those who wish to
retain it are looking toward ways of making a knowledge of these foreign
languages a more vital tool in the student's study and research; those
who are opposed to it are searching for more relevant substitutes.

The two major studies described in this chapter indicate that actual
use of foreign languages by Minnesota faculty members and doctoral
candidates falls well below what might have been anticipated, with the
deviation particularly marked in some of the newer disciplines. In
general, foreign languages are employed extensively in the biological
and physical sciences and in professional fields dependent upon these
sciences. In education, business, and certain divisions of the arts faculty
(notably psychology, philosophy, music, and speech), very limited use
is apparently made of foreign languages. German and French continue
to receive top ranking among languages useful for research purposes,
although the growing importance of Spanish, Russian, and the Scan
dinavian languages is acknowledged.

A majority of the graduate faculty members and doctoral candidates
included in these studies favored some modification of existing require
ments. For the most part, they advocated changes that would tend to
buttress the position of foreign languages in the doctoral program by
making them more effective. Two thirds of the faculty, for example, said
that if the requirement were retained, they would be willing to accept
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languages other than French and German without special petition,
provided that these were appropriate substitutes for a given candidate.
About a third of the graduate faculty thought that students should
acquire these language skills earlier, perhaps demonstrating competence
in one language as a condition for their Graduate School enrollment.
Other faculty members would strengthen the language requirement
by improving the instruction given in foreign languages and by devising
better tests to assess students' ability to use them. Graduate students
who favored retention of language requirements made many of the
same suggestions.

One faculty member in seven thought that students who clearly did
not need two languages should be permitted to substitute, for one of
these, evidence of some other research skill or a sequence of work
designed to be professionally or culturally broadening. More extreme
action was recommended by one faculty member in five - namely, that
the general requirement be abolished and the responsibility of checking
on needed skills left to individual departments. A higher proportion
of advanced graduate students favored such major changes. In general,
these persons advocated that each candidate's doctoral program be
planned on an individual basis, with languages or other research tools
chosen to fit his particular needs.

After these findings and other pertinent data had been reviewed,
certain recommendations were formulated. These were examined crit
ically by all the graduate group committees and then by the entire
graduate faculty. Finally the Executive Committee of the Graduate
School announced, on June 30, 1948, the decision of the Graduate
Faculty that "Each group committee shall . . . determine whether
candidates in the fields involved shall continue to present two foreign
languages or shall be permitted to satisfy the requirements with evidence
of competence in one foreign language and in a second field ..." and
that "Foreign language skills or substitute techniques shall be acquired
sufficiently early in the student's graduate program to permit use in both
course and thesis work." 12

10 Details of these actions are outlined in a statement issued by the Graduate
School and available to interested persons.
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CHAPTER 21 .

Wartime Survey of University Faculty Status

BY F. Stuart Chapin

DURING World War II many professionally outstanding faculty mem
bers left the University of Minnesota for military service, or for special
services in war industries. These faculty losses were in addition to the
normal losses due to death, retirement, and resignation. Reduced in
numbers and perhaps in quality, the faculty faced the certain prospect
of large increases in University enrollment at the war's end. The question
that logically emerged in such a situation was this: How well prepared
is the faculty to meet this greater demand on its energies and resources?

Recognizing the vital importance of this question to the future of
the University, the University Senate Committee on Education re
quested that the writer design and carry into effect a survey of faculty
status in 1941-42. With the aid of the Bureau of Institutional Research,
the survey was completed and its results reported to the committee in
September 1943. The committee, in tum, used the findings of the survey
as bases for recommendations to the president of the University and
Administrative Committee of the Senate concerning faculty tenure and
appointment policies.

METHOD OF THE SURVEY

The structure and technique of the survey were shaped by the nature
of the data needed to answer the essential question. This major problem
was divided into four sub-questions: (1) What changes had occurred
in the composition of the faculties between 1929-30 and 1941-42 (1929
30 was the last year to be fully analyzed in the Faculty Recruiting

NOTE: Detailed results of this survey are reported in "Some Trends in Personnel
Statistics of the Faculties of the University of Minnesota Relevant to Postwar
Planning," submitted to the University of Minnesota Senate Committee on Educa
tion, September 1943 (mimeographed). The method of measuring "quality" in
terms of facts of (1) scholarly production, and (2) external recognition, is de
scribed in F. Stuart Chapin's article, "The Quality of a University Faculty,"
Educational Administration and Supervision, Vol. 32 (No. 7):425-429 (October,
1946).
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Committee report of 1934)? (2) Had there been any change in the
quality of personnel losses between 1929-30 and 1941-42? (3) Had
there been any change in the quality of replacements during the same
period? (4) What were the trends in recognition of service by way of
salary increases and promotions?

Sources of information were as varied as the questions. For facts on
the composition of the faculties (i.e., the proportions employed in each
academic rank and the length of tenure) data were obtained from the
University budget. Information on the quality of faculty losse~ and
replacements was drawn from the president's annual reports, appoint
ment blanks, Who's Who, and various other sources described in the
paragraph that follows. Trends in recognition were identified by tabula
tion of data from the budget and from the files of the comptroller's office.

Estimates of the "quality" of the faculties (both current members and
members lost), in answer to questions (2) and (3), were much more
difficult to obtain - and less widely acceptable when obtained - than
tabulations of factual information, such as years in rank and salary.
Estimates of quality in this instance, however, were based on facts such
as an index of productivity (number of books, monographs, reviews and
editorials, articles in professional journals, or chapters in books) ; and an
index of external recognition (honors, national offices in professional or
scholarly organizations, and listings in such volumes as American Men
of Science, Leaders in Education, etc. ). There were nine such categories
of facts used.

Data of all these kinds were available for the 1929-30 faculties in the
1934 report of the Faculty Recruiting Committee. Since comparative
data for the 1941-42 faculties were needed for early recommendations,
information in this instance was limited to the facts obtained from a
stratified random sample of 75 faculty members of the highest three
academic ranks. Questionnaires requesting information on recognition
and productivity were completed and returned by these randomly
selected members of the 1941-42 staff. All other data for the 1941-42
group were obtained from the budget and other University records.

THE SURVEY FINDINGS

Findings of the survey have been organized according to their rele-
vance to the general questions. .

A. Did faculty turnover, based on yearly number of deaths, retire
ments, resignations, leaves, and replacements, show that the quality
of the faculty had been maintained despite losses?

1. There was a marked decline in faculty turnover from 1929-30 to
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1941-42, resulting in fewer new appointments to professorial ranks in
the later years of the period.

2. For the faculty of 1941-42 scholarly production, as well as marks
of recognition by outside agencies, showed a gain over that of 1929-30.
This gain characterized both the faculty members lost and the new
appointments.

3. Perhaps because of incomplete records, new faculty members
showed less gain in quality (as based on the indices of scholarly produc
tion and recognition described above) than faculty members lost.

4. When the trend by ranks was considered, associate professors
showed most evidence of increase in quality (the facts of scholarly
production and recognition) ; assistant professors showed least.

5. Further comparisons between permanent losses and temporary
wartime losses showed that the quality ( the facts of scholarly production
and recognition) of staff members on leave (1941-42) was much higher
than that of faculty members permanently lost.

6. Differences in quality (based on the indices as above) between
newly appOinted members and those permanently lost (1941-42) were
not significant.

7. The faculty on leave (1941-42) had better average productivity
and recognition records than the sample of 75 faculty members still at
the University.

B. Had the trend toward an aging faculty, characteristic of a matur
ing university, been offset by recruitment of new and youthful staff
members?

1. The proportion of faculty members 40 years of age and over had
increased almost 5 per cent in the decade 1932-42 (as of February 1).

2. The median number of years in service (tenure) at the University
of Minnesota had increased by about 4~ years for all professional ranks
during the decade 1931-41 (as of June 30).

3. The average age of new appointments to professional ranks had
remained about the same (34 years).

4. The net result of these first three findings was that the faculty was
becoming older at a more rapid pace than youthful replacements could
offset.

C. Had University recognition of service by means of promotions
and salary increases kept pace with marks of external recognition ac
corded faculty members?

1. By 1941-42 the average salary for each professional rank had de
clined from the levels of 1929-30. The average of salary increases
granted during the year 1941-42 was 20 per cent less than in 1929-30
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and the proportion of the faculty receiving such increases was 37 per
cent less.

2. The proportion of the faculty receiving promotions in the year
1941-42 was 4.5 per cent less than in 1929-30.

3. For the same period that witnessed a decline in the proportions of
University staff members receiving salary increments or promotions,
there were increases in the quality (based on facts as cited above) of
new faculty members as well as of those lost by resignation or retire
ment.

OUTCOMES OF THE SURVEY

Among the recommendations forwarded to the president and the
administrative committee by the Committee on Education as a result
of this survey were the following:

1. Special consideration should be given to assuring the return of
the high-quality faculty members on leave for special wartime services.
The probability that this recommendation would require substantial
adjustment of individual salaries was recognized.

2. The need for a general policy of recruitment was suggested by the
increasing average age of the faculties.

3. Consideration of the entire salary schedule was suggested by (a)
the increasing maturity and tenure of the faculties; (b) the noted de
cline in average salaries; and (c) the wide range of salaries within
each academic rank.

Each of these and of other more detailed recommendations of the
committee was related to the basic problem of tenure. The committee
strongly recommended, therefore, that appropriate steps should be
taken at once to study and recommend action concerning tenure at
each academic level.1

1 The committee has been gratified by the administration's acceptance of many
of these recommendations. Outstanding among these are the numerous and sub
stantial salary increases which have been granted since the early 1940s.
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Faculty Promotion Policies and Practices

BY Robert J. Keller AND John E. Dobbin

THE dignity and prestige of a state university, as indeed of any college,
rests on the shoulders of its faculty. For the praise or condemnation
which public opinion directs toward a state institution depends pri
marily upon the intellectual attainments, community services, and in
dividual behaviors of the teaching and research staff. While the behavior
of a student body (and certainly any misbehavior) tends to color public
attitudes, the more thoughtful and mature public bases its opinions of
the university on society's approval or disapproval of the academic
staff.

To attract a well-trained and promising faculty is a vital administra
tive job. In this the element of promotion - its possibility and its rewards
- is an academic enticement readily appreciated by professional per
sonnel. Recognizing the merits of promotion, the Senate Committee on
Education sought to determine what standards should be used in a
promotion schedule, and in 1946 appointed a subcommittee, under the
chairmanship of Professor William Anderson, to survey promotion
policies, as practiced in other educational institutions and as reported in
the literature on the subject.

One major finding of the survey was that most collegiate institutions
actually placed little emphasis on teaching ability as a factor in promot
ing staff members. Other abilities, such as those exhibited in research or
in writing scholarly papers, were more easily evaluated and therefore
more often considered by administrators in making their recommenda
tions. These findings led the subcommittee to make a preliminary
investigation of University of Minnesota standards and practices in
faculty promotion.

The survey was conducted at a level less formal than a full-scale
research project because it was tentative and preliminary - a possible
pilot study for a more intensive approach. Early in the fall quarter of
1947 the chairman addressed a letter to all University deans and depart-
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ment heads, requesting each of these 105 individuals to summarize his
own methods of determining eligibility for promotion. The following
three questions were listed to guide the form of the responses: (1) By
what method (s) do you judge the teaching ability and success of the
members of your staff? (2) By what methods do you appraise the
research ability and productivity of your staff members? (3) By what
promotional criteria, other than teaching and research ability, do you
endeavor to appraise, and by what methods?

Thirty-five deans and department heads responded to this request
with written statements concerning the promotion policies and prac
tices of their own units. In terms of over-all coverage, these 35 respond
ents represented but one third of the University administrative officers.
But since this sample was found to be not excessively biased in favor of
any single major division, it was considered adequate for the purposes
of the present tentative survey.

RESULTS OF THE SURVEY

The letters of the responding administrators were read, interpreted,
and tabulated by three graduate research assistants who worked inde
pendently. Upon comparison of the separate tabulations, 17 different
promotional factors and several administrative procedures were defi
nitely identified. The combined analysis of responses revealed the
primacy of teaching ability in considering recommendations for pro
motion, particularly in promotions at the lower end of the academic
ladder. After teaching ability, the next most frequently mentioned were
research ability, extent and quality of publications, faculty relationships,
student relationships, personality, and participation in departmental and
University affairs. Other factors were mentioned, but none by as many
as one third of the respondents.

Teaching ability. Although the importance of teaching ability was
recognized by all administrators (100 per cent), promotion standard~

generally reported were of a kind that required the administrator to
judge subjectively this type of competence. Administrators agreed fairly
well that insufficient emphasis usually has been placed on teaching
ability as a promotional factor, chiefly because objective measures of
this complex of qualities have not yet been developed.

In discussing the importance of teaching ability, the responding
administrators tended to emphasize methods of appraising this factor
rather than the level of attainment expected. Of the evaluative methods
reported, five involved various uses of student appraisal or measures of
student success; and five utilized judgments of staff or colleagues,
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committees, persons outside the department, or of the administrator
himself.

Related to teaching ability, and rated fairly high in order of impor
tance, was the ability of the instructor to stimulate and challenge
students. Three methods were noted for evaluating an instructor's rela
tionships with students. These were personal observation by the admin
istrator, judgment of senior faculty colleagues, and formalized student
appraisals.

Productive Scholarship. This promotional factor included four specific
characteristics: (1) research ability, mentioned as important to promo
tion by 89 per cent of the respondents; (2) extent and quality of
publications, mentioned by 74 per cent; (3) professional activities and
affiliations, noted by 40 per cent; and (4) scholastic ability and academic
achievement, mentioned by 10 per cent of the administrators. Standards
for productive scholarship usually were stated in qualitative terms,
which again required subjective judgment on the part of the admin
istrator.

Many sources of evidence were used by administrators in their
evaluation of productive scholarship, although, as in the case of esti
mating teaching ability, no single evaluative technique had universal
acceptance. In addition to exercising his own judgment, the administra
tor was likely to examine the instructor's publication record and to seek
the counsel of colleagues and others experienced in related fields. He
sometimes considered the instructor's ability to advise graduate students
and his participation in departmental and professional activities.

Administrative Ability. This quality was appraised in many ways.
Included were such evidences as relationships with other faculty mem
bers, committee work, participation in the affairs of the department, and,
cooperative contributions both within and outside the department.
Again, the judgment of the administrator was the synthesizing technique
for appraisal and involved a bringing together of all evidences concern
ing the instructor's capacity for getting his academic work done - alone,
and in collaboration with his colleagues.

Additional factors. Among other promotional factors mentioned by
several administrators were personality (34 per cent); public relations
(34 per cent); other job offers (26 per cent); and intelligence (9 per
cent). In some instances factors outside the control of the instructor
such as the balance of academic personnel in his department - strongly
affected his prospects for promotion.

Variations According to Level of Promotion. Ten of the 35 responding
administrators indicated that the standards applied varied with the level
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of the promotion. For promotion from instructor to assistant professor,
the common emphasis was upon demonstrated teaching ability. Three
of the administrators raised the question of "inbreeding" at this level,
stating that they preferred to appoint as new assistant professors persons
from other institutions. In promoting from assistant to associate profes
sor, six respondents out of ten reported less emphasis on teaching ability
and increased consideration of scholarship, administrative ability, and
public relations. The latter factors received even greater emphasis when
promotion from associate to full professor was being considered.

Administrative Procedures in Promotion. Nine different procedures
for instituting staff promotions were mentioned by the 17 deans and
department heads who commented on this point. Conferences with
senior staff members, noted by ten respondents, headed the list. Pro
motions initiated by department or division chiefs alone ranked second
in frequency. Other procedures mentioned were particular to only two
or three respondents, although most administrators employed more than
one procedure. Administrative "barriers" to promotion, mentioned by
five respondents, included such things as avoidance of "inbreeding,"
limited departmental budgets, and tenure regulations.

CONCLUSIONS

This preliminary survey revealed some of the variations and com
plexities of faculty promotional policies and practices at the University
of Minnesota. The variations in practice from department to department
were found to be so great, and the interrelationships of factors so com
plex, that no general pattern of standards or procedures could be derived
from the results here summarized. The administrators who took part in
this survey provided ample evidence that a staff member's promotion or
nonpromotion is at present quite largely an individual matter, contingent
upon one or more factors that may vary from time to time.

Clearly indicated by the outcomes of this preliminary inquiry is the
need for more intensive studies aimed at obtaining exact and objective
data from all University units concerning the factors that affect promo
tions, the standards (degrees of achievement expected) for defining
these factors, techniques employed in applying these standards in indi
vidual cases, and the appropriate relative weighting among factors. Such
studies, when they have been completed, will make possible a realistic
evaluation by each department of its own promotion policies and pro
cedures.
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Student Ratings of College Teaching

BY Kenneth E. Clark AND Robert J. Keller

MOST instructors succeed in letting students in their courses know
whether they have done well or poorly. If in no other way, students
learn this from the grades they receive - and the grading procedure
seems to be based on the assumption that such grades are of consider
able value in motivating them to learn.

A reversed relationship, in which the instructor is formally evaluated
by his students, is much more rarely found. When it is found, it is con
siderably less routinized and well structured. Yet many persons are
convinced that student evaluation of this sort would do much toward
improving instruction.

BACKGROUND OF THE PROJECT

The College of Science, Literature, and the Arts at the University
of Minnesota became concerned, as did most colleges immediately after
the war, with the effects of increased enrollment and rapid expansion
of staff on the quality of teaching in the classroom. A Committee on
the Improvement of Instruction, consisting of representatives from nine
departments, was therefore appointed in fall 1947.

Two facts led this committee to consider student rating as part of
its program for improving instruction. The first was that good teaching
did not seem to be suffiCiently recognized in the promotion of faculty
members. Because research was often more highly valued, faculty mem
bers were not especially stimulated to improve their classroom instruc
tion. The fruits of research, usually more tangible and directly observ
able, could be represented by reprints of articles, lists of publications, and
citations by professional societies and colleges for research contribu
tions. These are impressive and seem to carry a heavy weighting in
recommendations for promotions. On the other hand, directly observ
able evidences of good teaching are difficult to secure and measure.
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But before good instruction can be rewarded, some information must
be secured about the quality of each instructor's teaching.

The second fact was the interest of students themselves in initiating
a program of student ratings of instructors. The Student Intermediary
Board of the S.L.A. College, an organization established to promote the
interchange of ideas between students and college administration, had
agitated for some years for such a program. Partly as a result of their
efforts, some exploratory work had been done prior to the war. In a
joint meeting scheduled between this Board and the Committee on the
Improvement of Instruction a variety of problems were discussed. The
primary concern was to establish some systematic means for providing
each instructor with a knowledge of student reactions to his course
offerings, including specific suggestions for improving his instruction.

Although rewarding good instruction and providing students witb
opportunities to express their reactions might be desirable goals, any
student rating scheme poses certain important problems of instructor
morale. Perhaps neither of these goals is as important as maintaining
the confidence and contentment of the faculty itself. Any program
which would result in serious faculty apprehension and annoyance
might result in deterioration rather than improvement of instruction.
To safeguard against this, the Committee on Improvement of Instruc
tion adopted the following policies:

1. That ratings by students be collected and analyzed so that no
student could be identified and so that no instructor's rating would be
known to anyone but himself.

2. That the survey be made primarily for diagnostic purposes, the
items being carefully selected to reflect ways in which the individual
instructor's teaching might be improved.

3. That this technique be employed to furnish as much impetus as
possible to improved instruction in the College of Science, Literature,
and the Arts. Hence student ratings should be made in as many classes
as practical considerations would permit, instead of merely in classes
of instructors requesting ratings.

DEVELOPMENT OF THE INSTRUCTOR RATING SCALE

Adherence to the policies outlined above necessitated very careful
preparation of a rating form. The committee had already examined
rating practices in several colleges and universities and was convinced
that these questionnaires would not be appropriate for local use. For
most of such scales sought an indication of general teaching effective
ness; whereas items in the local appraisal form, in order to be of use
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for diagnostic purposes, had to be designed to measure the more or less
independent aspects of the teaching performance.

A valuable starting point for the development of this scale was found
in the work of Professor Paul E. Meehl, now head of the department of
psychology at the University of Minnesota, who, in his summa cum
laude thesis, had evaluated a large number of items for an instructor
rating schedule. MeeW's work was aimed primarily at developing rela
tively independent items which would have diagnostic value when
combined into a single instrument. The chief deficiency of the Meehl
form, however, was its use of a graphic rating device for indicating
judgments about the instructor. The expense of analyzing this type of
inventory made it prohibitive for wide usage, and the committee was
forced to find an economical and efficient method of securing and
processing student ratings. Items were consequently altered to permit
the selection of a response from several descriptive statements in essen
tially the familiar multiple-choice item form.

The preliminary form of the questionnaire (Form X) included some
items from MeeW's study in their original form, and others rewritten
in accord with suggestions of students and members of the faculty
committee. This scale was administered during the summer of 1948 to
twenty-six S.L.A. College classes whose instructors had volunteered to
participate. Tabulations of responses for each alternative were made
and correlation coefficients computed between each item and every
other item. All items which tended to correlate highly with other items
were eliminated. Ambiguous items were reworded, some new ones were
added, and alternatives were adjusted to secure a wider spread of
responses.

The product of this phase of committee work (Form A of the "Student
Report on Classroom Teaching") was a four-page printed scale of 21
items, each offering five descriptive response alternatives of the follow
ing type:

How clearly does your instructor present his subject matter?
A. Among the best instructors in clarity of presentation.
B. Clearer than most instructors.
C. About average in clarity of presentation.
D. Less clear than most instructors.
E. Among the poorest instructors in clarity of presentation.

Two summary items, each also with five alternatives, terminated the set
of 21: "Would you recommend this course to a good friend whose in
terests are like yours?" and "How would you rate your instructor in
general (all-around) teaching ability?" These were followed by a few
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descriptive items which would be helpful in the identification of student
groups in terms of class, achievement, sex, and college. The last portion
of the report form listed specific criticisms which the student could
check if he felt they were relevant. These ranged from the comment
"The catalog description of this course should be rewritten" to "There
should be less required outside reading."

International Business Machine mark-sensing equipment and punch
ed-card methods were used for analyzing and summarizing responses
to this "no-right-answer-type" item, thereby cutting the cost of admin
istering and reporting to approximately ten cents per student. The
booklets could be used repeatedly, of course, since responses were
recorded only on the LB.M. answer card.

USE OF THE STUDENT REPORTS

A survey indicated that more than 600 classes were being taught in
the College of Science, Literature, and the Arts in the winter of 1949.
Since many of them were small or contained only graduate students,
the decision was made to include only those classes numbered under
200 (below the advanced graduate level) which enrolled at least six to
eight students. Even the classes which remained were too numerous to
be covered by the available staff, as indicated below.

Members of the S.L.A. College faculty were informed of plans to
conduct this survey, and were told that they could be omitted if they
preferred, provided that they notified the graduate assistant in charge
of administering the forms. Only five instructors made such a request,
the most common reason given being that every minute of class time
was needed at the end of the quarter.

The task of meeting classes and administering the rating scales during
the last three weeks of the quarter was assumed by two student groups,
the S.L.A. College Intermediary Board, and Alpha Phi Omega, the
scout service fraternity, both of whose members worked on a volunteer
basis. Use of student groups for this purpose had a number of ad
vantages: no costs were involved for this help; students felt their
anonymity would be safeguarded by their fellows; and the services
rendered were in accord with the objectives of the participating groups.
The chief disadvantage was the inability of the two participating groups
to marshal sufficient aid at crucial times to ensure complete coverage
of available classes. These groups performed very adequately, however;
a total of 380 classes enrolling almost 15,000 students were surveyed by
this means.

Anonymity of Response. The policy and promise of anonymity to stu
dents and instructors meant that the instructor's name, his department,
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and the course number could not be placed on the blanks themselves.
The cards on which an instructor had been rated were therefore sealed
in an envelope by the student administering the scale, in the presence
of the class and instructor, and on a detachable tab clipped to this
envelope were written the name of the instructor, the department, and
the course. These materials were collected and given to a disinterested
graduate student whose aid had been enlisted. He removed the tab, but
coded the information so that these data could be transferred by gang
punch to the pack of answer cards from each class. Responses were then
summarized for each class by persons who had no contact with this
coder. When final reports were ready for the instructors, they were
sealed in envelopes identified only by this same code number. These
envelopes were transmitted to the original coder, who then addressed
the envelopes and mailed each report to the particular faculty member
whose class was involved.

By this rather elaborate procedure the promise to the faculty was
kept - no person other than the faculty member himself was aware of
the kind of ratings given him by his class. In like manner the ratings of
particular students, since answer cards were unsigned, could not be
identified; yet, the total ratings of all students were available for further
analysis. Through the use of I.B.M. equipment it was possible to return
reports to the instructors by the third week of the follOWing quarter.

Report to Instructors. Student ratings were summarized by com
puting for each of the scale items the point averages (means) based
upon arbitrary weights of zero to four (corresponding to the "poorest
best" range of responses on that item). These summary ratings for an
individual class could then be compared directly with mean ratings on
each item for all instructors. Separate point averages on each item made
the results more diagnostic in the sense that any instructor could deter
mine on which characteristics he was high, average, or low. In order
to aid the instructor in making these comparisons the mean ratings on
each item for all instructors were also translated into percentile ranks.
A given instructor could thus interpret his rating on any characteristic
in terms of his relative standing among his colleagues. These values
were presented in graphic form on a profile grid with the 21 items listed
down the side and percentile ranks across the top and bottom of the
chart. The percentage of students indicating agreement with each sug
gestion was summarized for each class separately and then for all classes
combined, to help the instructor interpret these reactions.

The summary of the instructor's ratings by a particular class, pre
pared in this manner, was sent to him through the campus mail. En
closed with this summary was a mimeographed letter from the chairman
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of the Subcommittee on Student Ratings, which provided some guidance
in interpreting the ratings and encouraged instructors to submit anony
mous criticisms of the survey and suggestions for future use of the
rating scale.

ANALYSIS OF STUDENT RATINGS

Use of the procedures outlined above made possible many interesting
analyses of findings, for student ratings on the separate items could be
tabulated for all classes combined or for groups of them. For example,
information provided by students about their class, sex, reported grade
average, or amount of previous work taken in the department was used
to establish groups for more intensive study. In like manner the rank of
the instructor, the broad field of study (social sciences, natural sciences,
or the humanities), the hour of class meeting, course number, or class
size were employed to gain insights into the relation between these
instructor or course characteristics and students' ratings on separate
items.

General Findings. Student evaluations of their instructors' abilities
or personal characteristics can best be summarized in terms of illustra
tive items. This is particularly true of the two anchor or summary items
described previously.

Among the 14,916 student ratings obtained during winter quarter
1949, 34 per cent of the students rated their instructors as "One of the
best instructors" in general teaching ability. Another 34 per cent de
scribed him as "Better than most instructors," and 24 per cent as "About
average." Only 6 per cent of the raters characterized the instructor as
"Not as good as most instructors," and 2 per cent as "One of the poorest
instructors." When translated into numerical terms, the mean rating on
this item was 2.9, only slightly below the "Better than most instructors"
category.

On the item regarding recommendations on the course to a good
friend, the average rating was also 2.9, agreeing closely with the re
sponse, "Yes, it is better than most courses." Thus, on these two items
seeking general evaluations of instructor effectiveness, students in the
College of Science, Literature, and the Arts indicated highly favorable
reactions.

The same type of response prevailed for each of the other 19 items.
The range in average ratings was from 2.3 for "How much original
thinking is demanded of you?" to 3.5 for the item, "How clearly and
audibly does the instructor speak?" The mean rating on every item was
above the 2.0 level- the "neither favorable nor unfavorable" or so-called
"average" response - in the series of five descriptive statements.
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Notably higher or lower ratings than that typical for the scale as a
whole were assigned to certain items. Thus, in addition to the item on
the instructor's speech, mean ratings above 3.0 were obtained on the
following five items: "Are assignments clearly given?" (3.4); "How
well does he [the instructor] adjust to your level of comprehension?"
(3.2) ; "How tolerant is he of opinions other than his own?" (3.2) ; "How
well does he seem to know his subject?" (3.1); and "How well does he
seem to be prepared for class meetings?" (3.0). At the other extreme,
in addition to the item on amount of original thinking required, only
three items were assigned mean ratings of 2.5 or less: "How good are
the examinations in this course?" (2.4); "How much are you learning
from this instructor?" (2.5); and "How well does he relate the work of
this course with other areas of knowledge?" (2.5).

Suggestions made by students in the last section of the report form
also varied considerably in frequency and kinds of comments made.
Of the 30 specific suggestions listed on the form, 18 were checked on
fewer than 10 per cent of the student forms, though some of these were
endorsed with sizable frequencies in particular classes. Surprisingly
large, however, were the number of requests for better ventilation (29
per cent), a written outline of the course (23 per cent - sometimes this
request was made in classes which provide such outlines), opportunities
to get better acquainted with the instructor (17 per cent), slower pres
entation of material (16 per cent), and less emphasis on memorized
materials in examinations (16 per cent). Other points suggested by a
tenth or more of the students included better lighting, more examina
tions, less required outside reading, less monotony in the instructor's
speech, more student participation in class discussion, and more op
portunity to have student questions answered. Work in the course was
viewed as excessive in terms of credits received by 15 per cent of the
students and lighter than average by 3 per cent. Only 1 per cent sug
gested that the instructor should "use better English."

Distributions of average ratings on particular items revealed ex
tremely wide variations from class to class. Thus, while practically every
class (356 out of 380) gave at least an "average" or 2.0 rating to the
item on instructor tolerance, one instructor received a 0.3 on this char
acteristic - only slightly better than the response "Rejects any opinions
other than his own." And, though all but 14 instructors were rated above
2.0 on absence of annoying personal peculiarities and mannerisms, two
instructors received mean ratings less than 1.0 - best described as
"often shows annoying mannerisms."

At the upper end of the distribution, some ratings were extremely
high. While only 40 of the 380 classes rated their instructors above 3.0
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("much original thinking demanded"), two instructors received mean
ratings of 3.7 and 3.8 - best described as "tremendous amount of orig
inal thinking demanded." In ten classes all students in the class agreed
that "assignments are always perfectly clear." In like fashion all class
members agreed, in nine classes, that the instructor "always uses good
voice and enunciation," and in six classes that the instructor "welcomes
differences of opinion." In no case did all members of a class agree that
the instructor or course merited the lowest category on the scale.

Group Differences. Group characteristics could be summarized in
similar fashion and analyzed to answer a number of questions with
respect to differences among groups on the several items of the scale.
Characteristics used for this purpose included rank of instructor, de
partmental classification (social sciences, natural sciences, or humani
ties), course numbers (level of course - 0-49, 50-99, and 100-199),
size of class, class hour, student class (freshman through graduate),
and reported student grade averages. The approximately 14,000 stu
dent ratings were classified on the basis of these characteristics and
mean ratings were computed for each of the items. Results were pre
sented in graphic profile form in which the mean ratings of the various
sub-groups were summarized for each of the 21 items.1

The statements which follow summarize some of the comparisons
which have been made on the basis of these classifications and provide
tentative answers to the questions which have been raised regarding
their relation to student ratings: 2

1. Do the brighter students give their instructors higher ratings than
the less able students? Contrary to what is sometimes assumed, prac
tically no differences of this kind were noted among ratings assigned by
groups classified according to reported student grades. On the other
hand, students whose average grades were below C assigned their in
structors a higher mean rating in general teaching ability than students
reporting average grades higher than C. Only on the items which rated
the quality of examinations, the ability of the instructor to adjust to the
student's level of comprehension, and recommendation of the course

1 Copies of the graphic profiles for the separate items are available in mimeo
graphed form, upon request from the Bureau of Institutional Research.

2 Analysis-of-variance techniques were employed to check the significance of
certain differences among means but were not used on all items and separate
classifications. With 14,000 ratings, small mean differences tend to be Significant
at the 1 per cent level,"including some differences which have little meaning in the
practical sense. This less refined approach seemed justified for purposes of this pre
liminary study since several of the bases for classification were themselves inter
related. Professors, for example, usually have classes which are more advanced
and which are likely to consist of fewer and more selected students than instructors
or assistant professors. The present study does not attempt to prove the effects
of such interrelationships upon student ratings.
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to a friend, did there appear to be any direct relationship between rat
ings and student grade averages.

2. Does the rank of the instructor (age and experience) affect his
performance as indicated by these ratings? Though some of the differ
ences were small, a direct relationship existed between the quality of
ratings received and the rank of the instructor. Professors and associate
professors maintained consistently higher averages with respect to
general teaching ability and the majority of the other 20 items than the
assistant professors, instructors, and teaching assistants.

3. Are teachers in some fields rated higher than those in others? In
structors in humanities and natural sciences seemed to be more favor
ably regarded than those in the social studies with respect to general
teaching ability and most of the remaining 20 items. On only three items
- adjusting to the student's level of comprehension, tolerance for the
opinions of others, and clarity of assignments - did the ratings for social
science classes exceed the other two subject areas. Natural science
teachers attained their highest ratings on six items: preparation for
class meetings, knowledge of the subject, freedom from annoying man·
nerisms, the value of assigned readings, effective use of class time, and
quality of examinations. Humanities outranked natural and social sci
ences on 12 ratings including the two summary items on general teach
ing ability. Greatest superiority was noted in the amount of original
thinking required, subject interest, relationships drawn to other courses,
the instructor's sense of humor, and the good feeling prevailing between
instructor and students.

4. Do students become more critical of their teachers as they progress
through college? Actually seniors and graduate students were much
more favorable than lower classmen. This conclusion is based on two
classifications of these ratings - by years in college (freshman through
senior and graduate classes) and by course numbers (0-49, 50-99, and
100-199). Ratings of graduate students were consistently higher on the
average than those of undergraduates on all but three items: amount
of original thinking required, effective use of class time, and clarity of
the instructor's speech. The junior year class ranked or shared lowest
position among the four classes on the general teaching ability items
and 13 of the remaining 20 items, usually upsetting an otherwise fairly
consistent direct relation between ratings and years in college. At the
same time senior college courses (those numbered 50-99) generally
attained higher mean ratings than junior college courses (those num
bered 0-49). This situation obtained for 16 of the 21 items.

5. Do students in small classes regard their teachers more favorably
than those in large ones? The findings here suggest that the least rap-
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Student Report on Classroom Teachinq

Form B
Your instructors are anxious to make each course ot greatest possible value to the

.tudents. In every course there is always room for improvement. Thoughtful student
reactions to the work of the class have proved their worth to many instructors.

The present report form gives you an opportunity to pass on to the instructor your
Comments Bnd sUR:2estions without identifying yourself. Your ratings will be strictly
anonymous. In addition, they will be summarized and reported in such a way that on1r
your instructor wm knoW' what comments and suglcstions are made about his class.
You are asked to make your responses conscientiously and individually, since yOUf ratings
will be used in improving this course in coming quarters.

DIRECTIONS
Your ratings are to be indicated only on the separate answer card. Use the special

pencil to make each mark heavy and black. Select the one descriptive phrase under each
item which best describes your instructor or his teaching. Note the letter for that phrase.
and. with the special pencil. blacken the space on the answer card which corruponds to
the item number and the response letter. Fill in each space with a heavy black line.

Work rapidly. Do not consult with classmates; make your own ratings. Do not sip
your nam.!

Do not write on this sh.et. Use separate answer card and special pencil only. Select
the one IM.t response for each item.

1. How clearly does your instructor present his subject maHer?
A. Among the best instructors in clarity <JC presentation
B. Clearer than most instructors
C. About average in clarity of presentation
D. Less clear than most instructors
E. Among the poorest instructors in cJarity ot presentation

2. How well does he adjust to your level of comprehension?
A. Nearly always adjusts to my level
B. Usually adjusts to my level
C. Adjusts to my level more often than not
D. Adjusts to my level about half of the time
E. Seldom adjusts to my level.................

13. Is clasa time well spent?
A. Every minute is well spent
B. Almost all cla3s time is well spent
C. Time is usually well spent
D. Class time is usually wasted
E. Class is almost entirely a waste of time

14. How much do you enjoy coming to class?
A. Sessions are always interesting and exciting
B. Sessions are usually interesting and eXciting
C. Sessions are sometimes interesting and exciting
D. Sessions are rarely interesting and exciting
E. Sessions are dull and boring

15. How valuable and "meaty" is the content of the course?
A. Everything in the course is Valuable
B. Large amount of the course is valuable
C. Fair amount of the course is valuable
D. Course is often thin in content
E. Little of value is presented in course

16. How important to you are the class sessions In this course?
A. Every session deals with questions of real importance to me
B. Most of the class sessions are important and worthwhile
C. Some of the class sessions are worthwhile. some seem unimportant to me
D. Few ot the class sessions are important to me
E. Almost none of the class sessions are worthwhile

22. How many hoUls of actual work outside of clau do you spend on th.la coune?
A. Over tour hours per credit (per week)
B. Between three and four hours per credit
C. Between two and three hours per credit
D. Between one and two hours per credit
E. Less than one hour per credit

23. How do you distribute your work outside of class for this course?
A. Prepare for every class meeting
B. Prepare for most class meetings
C. Prepare for occasional class meetings
D. Prepare before quizzes and ftnal only
E. Prepare only tor the tinal examination

24. How much of the assigned reading have you done?
A. All readings assigned and suggested
B. All readings assigned
C. Most readings assigned
D. About half of the readings assigned
E. Much less than halt at the readings assigned

25. Would you recommend this course to a good friend whOBe. intereata are like youra?
A Yes. recommend it highly
B. Yes, it is better than most courses
C. Undecided
D. No. it is not as good 8S most courses
E. Definitely no

26. How would you rate your lnatructor In qeneral (all-around) leachlnq ability?
A. One of the best instructors
B. Better than most instructors
C. About average
D Not,as good as most insh:uetors
E. One of the poorest instructors........................................

30. What is your sex?
A. Male
B. Female

The following is a list of specific suggestions for the instructor or the course. Mark
those which y;ou think need to be made. Leave the others blank. Mark as. many or u
few as you wish.
32. ~~ct~ ~b~uid; • • • • • • • . • • • . • . • • • • • . . • . • . • . •

A. Reduce the monotony of his speech
B. Define the words he uses
C. Present material more slowly
D. Spend leSi time in class discussion
E. Encourage students to participate more actively in class discussions
F. Do more to restrain students who monopolize class time.
G. Improve his personal appearance
H. Prepare a new detailed written outline of course
t. Describe course and objectives early in the quarter
J. Relate course more to student experiences and problems

33. Additional 8uqqeetions:
A. Work on blackboard cannot be seen or read
B. The catalog description of this course should be re-written
C. Catalog prerequisites do not provide sufficient preparation for the course
D. The prerequisites for this course are not really necessary
E. Work in the course is excessive for the credits received
F. Work in the course is lighter than average for the credits received
G. Course needs to be brought up to date
H. There should be more opportunity for answering questions of the students
t. There should be more opportunity for conference with the instructor
J. I would like to let better acquainted with my instructor

JJ rou h• .,.. an,. additional luggHUonl for your instructor. writ. them on the back of
your answer card.. A typed. copy of your commentl will be gben to the instructor.

--------------,,"--------
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port is developed in classes of intermediate size. This was true for the
two anchor items on general teaching ability and at least seven others.
Of interest were some exceptions: the direct relationship between class
size and the extent to which the instructor seemed to be prepared for
class meetings, and the inverse relationship between class size and the
amount of original thinking demanded of students. Instructors appar
ently were able to stimulate much more original thinking on the part
of students when classes were small (fewer than 40 students). Small
classes too were marked by greater feeling of good will between in
structor and student, and greater clarity and audibility of the instructor's
speech. Large classes (200 or more students), however, were rated as
making more effective use of class time.

6. Does the hour of the day when the class meets affect the level of
ratings? With the exception of the noon class (Hour V), classes held
during the mid-portion of the day tended to receive higher mean ratings
than early morning ones which, in turn, were regarded more favorably
than late afternoon ones. In terms of the adjudged quality of instructor
and instruction, students assigned highest mean ratings to the second,
third, fourth, sixth, and seventh hours of the day.

Revision of Student Report on Classroom Teaching. On the basis of
experience gained in the use of the Student Report on Classroom Teach
ing, Form A was revised and published as Form B. (Portions of revised
Form B appear on page 206).

Only two of the 21 items in Form A were discarded: "How much are
you learning from this instructor?" and "How is his sense of humor?"
The main question or certain of the alternative responses were changed
in five items, usually to clarify Or to make specific the nature of the
rating sought. Seven new items were added (e.g., 14, 16, 22, 23, and 24),
chiefly to emphasize certain characteristics of the course and its require
ments rather than of the instructor. One item was provided to identify
colleges other than S.L.A.; four other student characteristics which had
not proven their usefulness for analytic purposes were omitted. Five
suggestions listed in the last section of the inventory, largely items in
frequently noted by students, were replaced by five others. In addition,
students were encouraged to write additional suggestions on the back of
their answer cards, typed copies of which would be forwarded to in
structors.

The S.L.A. Committee on the Improvement of Instruction has made
this new Form B available to faculty members who desire it. The pre
cautions regarding anonymity of students and teachers have been
carefully maintained. Separate answer sheets have been substituted for
the I.B.M. mark-sensing cards, chiefly because this procedure proved
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more economical; and student responses are now punched and verified
directly from these sheets to punched cards by an LB.M. punch
operator.

Changes in Student Ratings. What happens to student ratings when
they are repeated in the same or different courses over a period of time?
An answer to this question was sought by Comaford in an analysis of
the ratings of 28 instructors who had been rated one or two quarters
apart between spring 1950 and winter 1951.3 Ten of these instructors
were re-rated in exactly the same course, while the balance were re-rated
in different courses. The t-test was used to establish significance of
differences between mean ratings on each item, and for each instructor,
the 5 per cent level being accepted as "significant."

Findings for this study indicate that the significant mean increases
(item gains) greatly exceeded the significant mean decreases (item
losses), the ratio being approximately four to one for the same course
and better than two to one for different courses. Except for the amount
of work required outside of class, which was more likely to decrease
from one quarter to the next, the significant increases exceeded the
decreases on every item of the scale. These increases in mean rating
were most frequent for items dealing with the extent to which materials
are made interesting, the instructor's general teaching ability, newness
of the course content, preparation for class, and the feelings of good
will between instructor and students. Improvements were more fre
quently noted in the humanities and natural sciences than in the social
sciences.

In conclusion, Comaford states, "The most outstanding finding was
the 19 to 1 ratio of increases to decreases on 'How would you rate your
instructor in general (all-around) teaching ability?' Perhaps this does
indicate that those instructors who have repeated this rating scale in
their classes have improved in teaching ability from one quarter to
another, and that this improvement may be partially due to the reaction
of the instructor to the earlier rating." 4 The evidence presented in these
comparisons seems to indicate that this conclusion is justified.

FACULTY EVALUATION OF STUDENT RATINGS

The final phase of the present survey quite logically was a canvass
of faculty reactions to the student ratings. In response to their request,
members of the Committee on the Improvement of Instruction received
numerous informal comments concerning this project from the par-

s Carolyn Comaford, "Changes in Student Rating of Instructors" (Unpublished
research paper in Psychology 127, University of Minnesota, 1951).

• Ibid., p. 10.
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ticipating instructors. Differences in faculty attitudes, however, soon
made apparent the need for some more systematic appraisal, and the
present survey was undertaken by the committee in cooperation with
the Bureau of Institutional Research.

The appraisal form developed for this purpose asked participating
faculty members to indicate the usefulness of student ratings, changes
in classroom procedure resulting from the survey, suggestions for im
proving the survey, strengths and weaknesses of the project as a device
for improving instruction, and recommendations for future use of this
rating procedure. The majority of the items were of the check-list type,
although individual comments and suggestions were also sought.

Inventories of this type were sent to the 263 instructors who had
participated in the use of student ratings during winter and spring
quarters of 1949. Completed appraisal forms were returned anony
mously by 132 of these instructors. Though respondents were found to
be fairly representative of the 263 participants with respect to both
academic rank and broad subject areas, no information was available
regarding the extent to which attitudes toward student ratings were
shared by respondents and nonrespondents.

Most respondents answered every item, often adding comments or
suggestions to supplement their checked responses. A few faculty mem
bers checked a few items and returned the form. Both the checklists and
subjective responses have been used to summarize opinions of faculty
respondents regarding student ratings.

Satisfaction with Student Ratings. In response to a question asking
how well the student rating form evaluated the important aspects of
classroom work, more than four fifths of the respondents (81 per cent)
stated that "all" (41 per cent) or "almost all" of these aspects had been
covered. Another tenth (10 per cent) replied that these scales had
covered them "moderately well," while one respondent stated that the
scale "lacked some important details." The scale was viewed as "ir
relevant in many places" or missing on "many important details" by five
respondents. Another 5 per cent failed to answer this item.

The information provided for the instructor by the reports was de
scribed as "extremely useful" by one eighth of the respondents (13 per
cent), as "quite useful" by almost half (49 per cent), and as "moderately
useful" by more than one fifth of these staff members (22 per cent).
Another tenth described the information provided as of little use, since
it "has only occasional relevance to my course" (6 per cent), or of no
use - "The survey was a waste of time" (5 per cent). Again, 5 per cent
failed to answer this item. Nine tenths of the respondents indicated that
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they had kept the previous quarter's summary of student ratings, 2 per
cent had disposed of them, and the balance neglected to reply.

Supplementary comments emphasized weaknesses of the present stu
dent inventory and report forms. The majority of the 20 instructors
making such criticisms seemed to feel that the present ratings were
better adapted to lecture classes than to laboratory sections or language
classes. A few recommended joint review of summary reports by in
structor and students or questioned the length and consistency of the
ratings. Only one staff member voted to "drop the whole business - too
many staff members were badly upset by the results"; another com
mented that ". . . items were set to obtain a favorable response"; while
a third recommended that ratings be limited to classes of 30 or mor~
students.

Staff members who commented on the usefulness of the summary
reports (37) outnumbered those who criticized them. Almost a third of
those who were favorably disposed stated that the results corroborated
their own previous conclusions. Another quarter emphasized the need
for repeating the survey. The remaining replies were highly individual
istic, some suggesting that items needed to be adapted to different types
of classes or methods of instruction and a few voicing the rather pessi
mistic opinion that nothing could be done to improve the characteristics
of which students were most critical.

Suggestions for Revisions. The length of the present scale appeared
to occasion no concern among respondents. Staff members in general
proposed additions rather than deletions of items, with less than 5 per
cent suggesting omission of any item. One suggestion recurred rather
frequently - that some means be devised to elicit individual student
suggestions for improvement of the course. The suggestions on individ
ual items, proposed additions, and the need for securing student com
ments were all extremely useful in the revision of the student rating
forms, as indicated in a previous section of this report.

Strengths and Weaknesses. Participants were also asked to identify
the major strengths and weaknesses of the student rating scale, the pro
cedures used to administer it, and the report findings. Though these
questions called for written responses, a majority of the respondents
who cited strengths also gave their opinions on how the blank itself or
its administration and reporting might be improved.

The majority of the participants were favorably impressed with stu
dent ratings and cited as strengths the fact that the survey was made, the
anonymity of responses, the usefulness of comparative findings, the
improved student morale, and the prompt reporting of results. Among
weaknesses cited were the following: the general inherent weaknesses
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of student ratings, the need for polling all classes, inadequately trained
proctors, inadequate preliminary publicity, poor scheduling of ratings,
poor student attitudes toward the project, and the need for clarifying
the meaning of the term "average." Negative attitudes toward student
ratings prevailing among some faculty members were revealed by such
comments as these: "The basic premise is faulty - students cannot
grade teachers," or "Some instructors were rated down on teaching ma
terial that has to be taught by someone. The students' standing in class
was judged by some instructors to be too closely associated with ratings
while others felt that certain items carried too much 'halo'." On the
other hand, some requested more help in interpreting results or in
improving the defects noted in their own teaching.

Improvements Attributed to the Survey. The majority of the 132
respondents reported some improvements made as a result of the survey.
Seventeen instructors, for example, said that they had changed examina
tion procedures, twelve had added a discussion period, eleven had made
their assignments more speCific, eleven were currently working to im
prove their use of voice, ten were seeking to make their work more
interesting. Others were more attentive to physical conditions in the
classroom, improved lecturing techniques, written outlines, better use
of the blackboard, and greater integration of assigned readings with
class discussion.

Recommendations for Further Use. Three fourths of the respondents
favored repetition of the survey on a voluntary basis. Only 8 per cent
were opposed to such repetition; the rest failed to answer this question.
Six participants commented that a repetition would be a help to them
in evaluating changes in their instruction. A few opposed this unless it
could be demonstrated that improved teaching would result. Other
suggestions included making the service available to instructors who
want it, scheduling the survey later in the quarter, including all instruc
tors at least once, and requiring new teachers to secure student ratings
more frequently as part of their probationary service. One respondent
saw "no advantage in repeating the survey if instructors take their first
reports seriously." There was little agreement regarding the time of
student ratings, other than the implied suggestion that forms be made
available at various times during the year.

A final question sought faculty reactions to a proposal that summaries
of these ratings for individual instructors be given to department heads
and deans. The majority of the respondents opposed this, the most com
mon argument being that such procedure would not be in accord with
the purpose of the survey. At the same time, some comments were clearly
favorable, particularly if this release were put on a voluntary basis or if
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some other compromise were worked out. A few suggested that only
the best ratings be distributed in this manner, while one suspected that
summaries had already been distributed to department heads.

IMPLICATIONS

The reactions of faculty members with some experience in the use of
student teacher-ratings suggest that this technique has real possibilities
for the improvement of instruction. The many professed, desired, and
actual changes which, according to staff members, resulted from it must,
in the main, be classified as improvements. In addition, some sugges
tions for improvements and further uses of the rating scales themselves
may be formulated on the basis of the present experience.

1. Colleges, departments, and individual faculty members who wish
to use student ratings should be assisted in developing or selecting
appropriate forms. Means should also be provided for summarizing
and reporting this information back to the instructor in an easily inter
preted form.

2. The anonymity of ratings should be retained for both students and
faculty members. A summary report should be provided only to the
instructor concerned.

3. Norms for student ratings in the separate colleges, departments,
and subject areas are needed so that individual instructors can compare
their ratings with others in their department or subject field.

4. Rating scales should be revised from time to time to be kept abreast
of changes in instruction, and so that scale weaknesses revealed in
periodic studies may be corrected.

5. Greater use of student ratings as a technique for improving instruc
tion should be encouraged, particularly in colleges and departments
which do not now use them. Use of student ratings for administrative
purposes is highly questionable.

Acceptance of these suggestions will not solve all the problems in
volved in raising the quality of instruction. Student rating scales need
to be supplemented by constructive suggestions from department heads
and colleagues, by serious self-criticism on the part of each instructor,
by scrutiny of student records, and by many other devices. Students
cannot be expected to evaluate all aspects of instruction or to offer
mature judgment concerning the long-term effects of teaching. They
can, however, furnish many clues useful to the instructor in gauging his
efficacy, particularly when these ratings concern areas in which students
are likely to have bases for sound judgment. In these ways, student
ratings hold great promise as a means of improving instruction.
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Educational outcomes, evaluation of: by

S.L.A. students, 57-63; by General
College comprehensive examinations,
68-71; by General College students,
77; by College of Agriculture, Forestry,
and Home Economics students, 129
133

Employment, see Occupations
Engineering, see Institute of Technology
English: S.L.A. student appraisal of

courses, 58; General College student
achievement, 69-70; majors, 80; courses
taken by S.L.A. students, 81, 84; in
preprofessional programs, 87-88; pre
diction of success in, 124

Enrollment trends, 13-19, 40; effect of
war on, 14, 17; by college, 15-18; sex
ratio, 16; by classes, 16, 18; anticipated,
18-19; new students, 18; by place of
residence, 20-23; and curriculum de
velopment, 40-42

Esthetic appreciation, 59-60
Evaluation of education: by dropout stu

dents, 29-30; by S.L.A. students, 47
63; in General College, 68-71, 73-74;
in Schools of Agriculture, 149-152;
graduate program by education majors,
169-175

Evaluation of instruction: in elementary
physics, 104-117; in communication
skills, 120-121; student ratings, 197
212

Examinations: General College compre
hensive examination, 68-71, 74; ob-

jective and oral examinations in psy
chology, 153-156; Ph.D. language ex
aminations, 178, 179, 184, 186. See
also Measurement

Extracurricular activities: participation of
S.L.A. students, 51; evaluation of, 59,
131, 149

Faculty: grading practices, 35-36; use
and appraisal of library services, 93,
95-103; attitudes on Ph.D. language
requirement, 176, 178-186; survey of
status, 189-192; wartime service, 189,
192; turnover, 190-191; scholarly pro
duction, 191; promotions, 191-192,
193; tenure, 191-192; age, 192

Faculty Recruiting Committee, 189, 190
Family background of students: S.L.A.

College, 48-49; General College, 71;
Schools of Agriculture, 145

Family living, preparation for: S.L.A.
students, 59-60, 63; General College
students, 69-70, 77; College of Agri
culture, Forestry, and Home Economics
students, 131

Financial problems of students, 26, 28,
50, 175

Fine arts, see Art
Follow-up studies: S.L.A. College stu

dents, 47-63; General College students,
74-77; College of Agriculture, Forest
ry, and Home Economics students,
129-133; Schools of Agriculture stu
dents, 143-152; Ph.D.'s, 157-168;
graduate students in education, 169
175

Foreign languages: S.L.A. students, ap
praisal of courses, 58; majors, 80;
courses taken by S.L.A. students, 84;
in preprofessional programs, 87-88;
Ph.D. requirements, 176-186; gradu
ate credit, 184

Forestry, see College of Agriculture,
Forestry, and Home Economics

French, 87, 176-186. See also Foreign
languages

General College: students' home resi
dence, 21-22; reasons for leaving, 29;
grading practices, 33; curriculum de
velopment, 37-43, 65-67; class size,
41; educational objectives, 65; terminal
program, 65; vocational courses, 65,
67-68; comprehensive examinations,
68-71, 74; student characteristics, 71
73; academic achievement of students,
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73-75; Associate in Arts degree, 73
74; former students, 75-77; use of
library, 95, 96, 98, 100

General education: need for two-year
programs, 23; S.L.A. students' evalu
ation of, 59-60; neglect in preprofes
sional programs, 61, 84-92; General
College program, 65, 68-71, 77; in
programs of superior S.L.A. students,
82; in graduate programs of education
majors, 174-175

Geographical distribution of students, see
Residence of students

Geography, 81, 86. See also Social sci
ences

Geology, 86. See also Physical sciences
German, 85-87, 176-186. See also For-

eign languages
G.l. Bill, 14, 148. See also Veterans
Gifted students, 78-82, 101, 136
Grading practices, 31-36, 174
Graduate Group Committees, 163-165,

177
Graduate Record Examination, 172
Graduate School: enrollment trends, 15,

17; students' residence, 21-22; grading
practices, 33-34; class size, 42; charac
teristics of Ph.D.'s, 157-168; graduate
programs in education, 169-175; Ph.D.
language requirement, 176-186

Greek, 87" 178. See also Foreign lan
guages

Guidance: in selection of students, 26,
125; student evaluation, 30, 59-60, 61,
77; needs of students, 62, 71, 72; effect
on course distribution, 84

High school rank, relation to: listening
skills, 120; academic success, 123, 124;
physics achievement, 135-136. See also
College Aptitude Rating

Higher Education in Minnesota, 7, 8, 47
History, 81, 85-89, 124. See also Social

sciences
Home economics, see College of Agricul

ture, Forestry, and Home Economics
Home living, preparation for, see Family

living
Honor point ratio: interpretation of "S"

grades, 34; predictor of physics achieve
ment, 135-136; graduate students in
education, 174. See also Academic
achievement

Honor students, 78-82, 101, 136
Humanities, 80, 177

Ideals, development of, 50, 63, 77
Inbreeding, 196
Individual needs of students, adaptations

to: curriculum, 82--84; physics course,
136; Ph.D. language requirement, 185
186

Institute of Agriculture, see College of
Agriculture, Forestry, and Home Eco
nomics

Institute of Child Welfare, 33, 179, 183
Institute of Technology: enrollment

trends, 15, 17,40-41; reasons for leav
ing, 28; grading practices, 33; curricu
lum development, 37-43; use of li
brary, 93, 95; prediction of physics
achievement, 134-137; Ph.D. language
requirement, 179, 181, 183

Instruction: student rating of, 30, 197
212; in use of library, 94-95, 97, 98,
100; in elementary physics, 104-117,
136

Instructional methods, 104-117, 120-121
Instructor rating forms, see Student

Rating of Instruction
Italian, 178. See also Foreign languages

Japanese, 178. See also Oriental lan-
guages

Jobs, see Occupations
Journalism, 80, 87
Junior college: students' home residence,

22; grading practices, 34; enrollment,
41; class size, 42; preprofessional
courses, 50; pre-liberal arts courses,
50; distribution requirements, 84; use
of library, 93

Laboratory instruction in physics, 104
117

Language and Literature Group Commit
tee, 163-167, 177

Languages, 87, 176-186. See also Foreign
languages

Latin, 87, 178, 180. See also Foreign
languages

Law School: enrollment trends, 15, 17
18; grading practices, 33; pre-law pro
grams, 85-89

Leaders in Education, 190
Leadership, 51, 55, 59-60
Lecture method in physics, 104-117
Leisure time: training for use of, 50, 61,

63; activities of former agricultural
school students, 148-149

Library School, 33
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Library services: student and faculty sur
vey, 90-103; use for course assign
ments, 92-94; instruction in use, 94
95, 100; reserve book service, 95-96;
bibliographies, 97; periodicals, 97

Listening skills: instruction in, 118-122;
measurement of, 119-122; relation to
reading skill, 121

Literature: appreciation, 59-60, 61, 77;
General College student achievement,
69-70; in preprofessional programs,
85-88

M.A. degrees in education, 169-170
Marriage: reason for not matriculating,

26; reason for leaving University, 28
29; percentage of women planning, 52;
former S.L.A. students, 52, 55, 56;
General College students, 71; former
General College students, 76

Mathematics: student appraisal of courses,
58; majors, 81; in preprofessional pro
grams, 86-89; prediction of success in,
124; as a predictor of physics achieve
ment, 135-136. See also Physical sci
ences

Measurement: A.C.E. Psychological Ex
amination, 27, 83, 111-112, 120, 135;
Cooperative English Tests, 27, 120
121, 124, 135; General College com
prehensive examinations, 68-71, 74; in
study of teaching of elementary phys
ics, 108-115; of communication skills,
118-122; Listening-Efficiency Test,
119-122; Purdue Placement Test, 121;
Cooperative General Culture Test, 123;
predictors of academic success, 123
124; Cooperative Reading Test, 124;
Cooperative Physics Test for College
Students, 135-136; of attitudes toward
psychiatry, 138-142; oral and objective
examinations in psychology, 153-156;
Graduate Record Examination, 172;
Miller Analogies Test, 172

Medical School: enrollment trends, 15,
17; grading practices, 33; programs of
premedical students, 85-89; students'
attitudes toward psychiatry, 138-142;
Ph.D. language requirement, 183

Medical sciences: Ph.D. recipients, 163
167; attitudes toward Ph.D. language
requirement, 177, 179, 183

Medical Technology: enrollment trends,
15, 17; undergraduate programs of stu
dents, 85-89

Methods of instruction: elementary phys
ics, 104-117; communication skills,
120-121

Migration of former S.L.A. students, 56
Military Science, 33
Military service: as reason for not matric

ulating, 26; as reason for leaving, 28,
50; of former students, 56-57, 76, 148;
of faculty, 189

Miller Analogies Test, 172
Minneapolis, S.L.A. students from, 48,

56. See also Twin Cities
Minnesota: proportion of students from,

20-23, 48, 171; migration of students
from, 56

Minnesota Commission on Higher Edu
cation, 7, 47

Modern languages, 80, 176-186. See also
Foreign languages

Moral training, 60, 63, 77
Mortuary science, home residence of stu

dents, 22-23
Music: activities, 51, 59; appreciation,

59-60; courses taken by superior
S.L.A. students, 81; in preprofessional
programs, 87; Ph.D. language require
ment, 179, 185

Natural Sciences: S.L.A. students' ap
praisal of courses, 58; courses taken by
superior S.L.A. students, 80-81, 84; in
preprofessional programs, 85-89; Col
lege of Agriculture, Forestry, and
Home Economics students' appraisal,
130-133. See also Biological sciences,
Physical sciences

Naval Science, 33
Nongraduates, 27-30: S.L.A. College, 47

63; College of Agriculture, Forestry,
and Home Economics, 129-133. See
also Student mortality

Norwegian, see Scandinavian languages
Nursing, see School of Nursing

Objective examinations, 153-156. See al-
so Measurement

Occupational therapy, 15
Occupations: of dropout students, 28-29;

of S.L.A. students' parents, 49; of
former S.L.A. students, 52-55, 56; of
former general College students, 76; of
former College of Agriculture, Forest
ry, and Home Economics students,
129-133; of former Schools of Agri
culture students, 148
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Office of Admissions and Records, 13, 26,

32,38
Oral examination, 153-156. See also

Measurement
Oriental languages, 178, 181
Out-of-state migration of students, 56
Out-of-state students, 20-23, 56,

171

Parents of students, characteristics: S.L.A.
College, 48--49, 71-72; Schools of Ag
riculture, 145-146, 149-151

Part-time study: superior S.L.A. students,
80; graduate students in education,
171-172, 174-175

Pharmacy, see College of Pharmacy
Ph.D.: characteristics of recipients, 157

168; in education, 169-175; language
requirements, 176-186

Philosophy: courses taken by superior
S.L.A. students, 81; majors, 81; Ph.D.
language requirement, 177, 179, 185

Philosophy of life, 60, 63
Physical Education, 33
Physical sciences: S.L.A. students' ap

praisal of courses, 58; General College
students' achievement, 69-70; courses
taken by superior S.L.A. students, BO
81; in preprofessional programs, 85
89; methods of instruction in physics,
104-117; prediction of physics achieve
ment, 134-137; Ph.D.'s, 163-167;
Ph.D. language requirement, 177, 179,
185. See also Natural sciences

Physical therapy, 15
Physics: in preprofessional programs, 86;

methods of instruction, 104-117; pre
diction of achievement, 134-137. See
also Physical sciences

Physiology, 86. See also Biological sci
ences

Placement testing, 82, 134-137
Political activities, participation in: S.L.A.

students, 51; former S.L.A. students,
56; former Schools of Agriculture stu
dents, 148

Political science, 81, 85-89. See also
Social sciences

Portuguese, 178
Prebusiness program, 85-87, 89. See also

Preprofessional training
Predental program, 85-89. See also Pre

professional training
Prediction of academic success: 123-125;

in physics, 134-137

Premedical program, 85-89. See also Pre
professional training

Preprofessional training: S.L.A. College,
50, 58, 61, 84-89; General College, 66

Private colleges: and University attend
ance, 22-23; transfers to, 29, 53; study
of former students, 47-48, 49-52, 54
56

Professional schools: students' home resi
dence, 22; undergraduate programs of
students, 85-89; graduate students in
education, 169-175

Program of courses: student satisfaction
with, 28, 58; of superior S.L.A. stu
dents, 78-82; distribution require
ments, 82-84; of preprofessional stu
dents, 84-89; of graduate students in
education, 173-174

Promotion of faculty, policies and prac
tices, 193-196

Psychiatry Attitudes Inventory, 138-142
Psychology: S.L.A. student appraisal of

courses, 58; courses taken by superior
S.L.A. students, 80-81; majors, 81; in
preprofessional programs, 85--89; ob
jective and oral examinations, 153
156; Ph.D. language requirement, 177,
179, 180, 185

Public colleges and University attend-
ance, 22-23

Public Health, 15, 17-18
Purdue Placement Test, 121

Rating forms, see Student rating of in
struction

Registration, see Enrollment trends
Religious activities, S.L.A. students' par

ticipation in, 51, 56
Research, consideration in faculty pro

motion, 193-196
Research tool: Ph.D. language require

ment, 177; as substitute for language
requirement, 182, 184, 186

Residence of students, 20-23: SI.L.A.
College, 48, 49; Schools of Agriculture,
145; graduate students in education,
171

Retail sales training program, 23, 66-68
Retention studies, see Student mortality
Rhetoric courses, 118-122
Rural communities: need for higher edu

cation opportunities, 23, 152; S.L.A.
students from, 48; out-of-state migra
tion of students from, 56; Schools of
Agriculture students from, 145
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Russian, use as Ph.D. language require
ment, 178, 180, 181, 185

St. Paul, S.L.A. students from, 48, 56.
See also Twin Cities

Scandinavian languages: in preprofes
sional programs, 87; as Ph.D. language
requirement, 178, 181; used for re
search work, 180, 185. See also Foreign
languages

Scholastic ability, see Academic ability
School of Architecture, see Institute of

Technology
School of Business Administration: en

rolhnent trends, 15, 17, 40; grading
practices, 31, 33; curriculum develop
ment, 37-43; class size, 42; under
graduate programs of students, 85-89;
use of library, 93, 95, 98, 100; Ph.D.
language requirement, 179, 180, 183,
185

School of Chemistry, see Institute of
Technology

School of Dentistry: enrolhnent trends,
15, 17; grading practices, 33; pre
dental programs, 85-89

School of Mines and Metallurgy, see
Institute of Technology

School of Nursing: enrollment trends, 15,
17-18; home residence of students, 22
23; grading practices, 33

School of Public Health: enrolhnent
trends, 15, 17-18

School of Veterinary Medicine, see Col
lege of Agriculture, Forestry, and
Home Economics

Schools of Agriculture: characteristics of
students, 144-146; evaluation of pro
gram, 149-152

Science, see Biological sciences, Natural
sciences, Physical sciences, Social sci
ences

Selling, 23, 66-68
Semiprofessional training: need for two

year programs, 23; in General College,
65-66

Senate Committee on Education, 6, 31
32, 189, 192, 193

Senate Committee on Institutional Re
search, 4-8

Senate Library Cemmittee, 90
Senior college courses: grading practices

in, 33-34; enrollment in, 41; class size,
42; need for general education courses,
82; effect of requirements on curricu-

lum, 84; use of library, 93, 98. See also
Courses

Sex differences: in student mortality, 27
29; in reasons for attending S.L.A.
College, 49; in extracurricular activi
ties, 51; in vocational plans, 52; in oc
cupations of former S.L.A. students,
52-55; in degrees received, 53; in out
of-state migration, 56; in evaluation of
S.L.A. college objectives, 59; in use
of library" 93, 97, 98, 100, 101; in
academic success, 124; in attendance
at Schools of Agriculture, 145; in
Ph.D.'s, 163, 171; in graduate students
in education, 171

Sex ratio of student population, 16, 17,72
S.L.A. College, see College of Science,

Literature, and the Arts
Social development, opportunities for, 29,

59-60
Social problems, student understanding

of, 60, 61
Social sciences: S.L.A. student appraisal

of courses, 58; General College stu
dent achievement, 69-70; courses taken
by superior S.L.A. students, 80-81; in
preprofessional programs, 85-89; Col
lege of Agriculture, Forestry, and
Home Economics student appraisal of
courses, 13D-133; Ph.D.'s, 163-167;
Ph.D. language requirement, 177, 179.
See also under special fields in the so
cial sciences

Social studies, see Social sciences
Socio-civic affairs: participation by for

mer S.L.A. students, 57; evaluation of
preparation for, 59-60, 61, 63, 88-89;
participation by former Schools of
Agriculture students, 148-149

Socioeconomic status of students: S.L.A.
College, 49; General College, 72

Sociology: majors, 81; in preprofessional
pro~rams, 86; See also Social sciences

Spanish: in preprofessional programs, 87;
as Ph.D. language requirement, 178,
180, 181, 185. See also Foreign lan
guages

Specialized education: in superior S.L.A.
students' programs, 79-82; in pre
profeSSional S.L.A. students' programs,
85-89; in graduate programs in educa
tion, 174

Speech: S.L.A. stusent appraisal of train
ing, 58, 60; preprofessional students'
appraisal of training, 61; General Col-
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lege students' achievement in, 69-70;
courses taken by preprofessional stu
dents, 85-89. See also Communication
skills

Student attitudes toward psychiatry,
138-142

Student Counseling Bureau, 35, 109
Student government: All-University Con

gress, 31; Arts Intermediary Board, 31;
S.L.A. students' participation in, 51;
evaluation of participation in, 59

Student mortality: 26-30; and grading
practices, 33, 34; S.L.A. College, 50,
62; General College, 73; College of
Agriculture, Forestry, and Home Eco
nomics, 130-133; graduate students in
education, 169, 173

Student rating of instruction: rating
forms, 198-200, 206; safeguards, 198,
200-201; faculty participation, 199,
200, 208-212; reports, 200-202, 207;
group classifications, 204; changes in
ratings, 208

Students: enrollment, 15, 16, 17-18; sex
ratio, 16, 17; transfers, 22, 28-29, 50
51, 53; financial problems, 26, 28, 50,
175; failing, 34; out-of-state migration,
56; superior students' programs, 78
82, 136; preprofessional students' pro
grams, 84-89; Ph.D. recipients, 157
168; graduate students in education,
169-175; ratings of instruction, 197
212. See also under individual colleges

Studies in Higher Education: 1938-40, 7
Studies in Higher Education: 1940-42, 7
Summer session, 171
Superior students: programs, 78-82; li

brary recommendations, 101; special
physics section, 136

Supervisory training, S.L.A. student eval
uation of, 59-60, 63

Swedish, see Scandinavian languages

Teaching ability: as a factor in faculty
promotion, 193-195; student ratings,
197-212. See also College teaching

Teaching methods in elementary physics,
104-117

Technical training: need for two-year
programs, 23, 132; in General College,
65-66

Technical-professional courses: appraisal
by College of Agriculture, Forestry,
and Home Economics students, 130
133; graduate programs in education,
174-175

Terminal programs: provided by Uni
versity, 22; need for, 23; recommenda
tions for content in Agriculture, Home
Economics, and Forestry, 132; Schools
of Agriculture, 143-152. See also Gen
eral College.

Testing, see Measurement, Examinations
Time spent: in undergraduate work, 51,

80; for Ph.D., 162, 164-165; for gradu
ate degrees in education, 172

Transfers: from nearby institutions, 22;
to other institutions, 28-29, 50-51, 53;
within the University, 53, 66; from
General College, 66, 74-75

Twin Cities: proportion of students from,
20-23, 48, 56, 62, 72, 171; use of
public libraries by students, 94

Two-year programs, see Terminal pro
grams

Undergraduate education: student mortal
ity, 26-30; grading practices, 31-36;
curriculum development, 37-43; evalu
ation by former S.L.A. students, 47-63;
of superior S.L.A. students, 78-82; of
preprofessional S.L.A. students, 84-89.
See also individual colleges

Undergraduate students, see Students
University College, enrollment trends of,

15, 17
University Committee on Educational Re

search, 4-7
Urban communities: proportion of S.L.A.

students from, 48; out-of-state migra
tion of students from, 56. See also
Twin Cities

Veterans: effect on enrollment, 14,16-17;
among General College students, 71-73

Veterinary Medicine, see College of Ag
riculture, Forestry, and Home Eco
nomics

Vocational guidance, see Guidance
Vocational plans: changes in, 25, 28, 29,

50; S.L.A, students, 51-52, 55; Gen
eral College students, 71, 72; Schools
of Agriculture students, 147

Vocational training: S.L.A. student ap
praisal, 59-60; in General College, 65
68; General College student appraisal,
77; College of Agriculture, Forestry,
and Home Economics student ap
praisal, 131; in Schools of Agriculture,
143-152. See also Technical-profes
sional courses

Vocations, see Occupations
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Who's Who, 190
Work, see Occupations
World War II: effect on enrolhnent, 14,

16-17; effect on doctoral programs,
166; service of faculty, 189, 192

Writing: S.L.A. students' evaluation of
training in, 60, 61; in preprofessional

programs, 61, 87; evaluation of Gen
eral College students' achievement,
69-70. See also Communication skills,
English

Zoology, 86, 124. See also Biological
sciences




