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THE ACADEMIC PROGRAM:

Curriculum Models for a Divisional Sequence

Self-education means two things—connected but not identi-
cal—first a desire on the parl of the pupil to learn, and sec-
ond a self-directed attention, a personal endeavor lo ac-
quire. . . . The second meaning of self-education—that
of self-directed attention, a voluntary use of the mind for
a conscious purpose—increases in importance with the
maturity of the student. . . .

" To create artificially a voluniary effort on the part of stu-

dents seems a contradiction in terms, and there has been a
~ tendency in American education to avoid the paradox by
. making the effort as effortless as possible . . . [or] to as-
. .sume that since the effort should be voluntary it must be

< gxerted in some subject in which the student has a natural
interest, with the result that he often prouves to have a more
‘" .natural interest in play, or in doing nothing, than in study.
\-The fact is that in r.0st people interest in serious things is
not inborn. They do not do things because they are inter-
ested in them (although they think so} so much as they
-are interested in things because they do them.

*
alk

ARpoTT LAWRENCE LOWELL

In Heary Aaron Yeoman's
Abboit Lawrence Lowell
1856-1943

£ EDUCATIONAL REFORMS that Abbot Lawrence Lowell introduced
Juring his tenure as president of Harvard remain on the record in
‘some reproof of what was said carlier about the difficulty of changing the
academic program of an institution, and the nominal limits such change
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usually has if made. If President Lowell's reforms represent an exception
to the rule of academic inertia, it is because he was an exceptional man
who knew what he wanted and did not equivocate in going about getting%
it. His overhau! of the clective system, installation of the general exam::
ination, establishment of the tutorial system, setting up the *house” plan
arranging the reading period, all were acts of decisive leadership
Harvard’s new chief after 1909 was no less monarchical in his awn style.
than President Eliot had been in his.

More to the point for Hampshire College than would be a dlscurswe
comparison of presidential styles at Harvard, is to note the conditions of §
sell-education that President Lowell articulated. His leadership at ."
Harvard was exercised in many ways with the dcliberate intention of .
resolving the apparent paradox mentioned in this chapter’s epigraph.
He believed an institution could and should do things to teach its students
to teach themselves. His reforms aimed “to create artificially a voluntary-
effort,” to set up the conditions which would lead to a “voluntary use:
of the mind for a conscious purpose” as a habit of maturity.

But he had little patience with the notion that this could happen ecithez
through conditions that were simply easy and pleasant or that relied
altogether on ‘“natural interest.” The function of the institution inj
educating for self-education required, in Lowell’s view, a good deal mao
than this. It meant establishing at least two conditions: expecting thi
student to do some tangible, identifiable things, the doing of which woul&'
be likely to kindle interest; and setting up mechanisms (e.g., tutorials|
houses, reading periods, etc.) which would support the conversion
interest inlo sustained voluntary effort.

fendes-France once made when he was premier: that you can be
ly sure an international treaty is a good one if both sides are somewhat
issatisfied with it. On the other hand, it needs to be remembered that,
“for all his Gallic wisdom, Mendés-France had an even shorter tenure
. than most who have held that high office in his land! In any case, the
. broad outlines of Hampshire’s provisional program of Divisional Studies
. are put in evidence.

TABLE 1
Mamw OuTLINE oF DIvISIONAL SEQUENCE

A Summary of Programs of Study Provisionally
Presented in Chapter V

1. THE PROGRAM OF STUDIES IN DIVISION I
(Ordinarily a pericd of one academic year)

2. The Fall Colloquy .

b. The Sequences A, B, C in Science-as Inquiry

¢. The Division I Seminars and Tuterials in Humanitics and the
Social Sciences

d. The Fall Term Case Study of Man

. The Fall Term Seminars in Logic, Language, and Value

The Spring Term Lecture-Student Seminars in the Language

of History

g- The Midwinter Term

h. The Reading Period

-0

. THE PROGRAM OF STUDIES IN DIVISION II
(Ordinarily a period of two academic years)

It is this view, in its own way, that Hampshire College takes in it
emphasis on self-education as a principal outcome for its students. The
academic program at Hampshire avoids either a system of {orced spoon-;
feeding or a non-system in which the only direction given to studies is by
what President Lowell described as natural interest. This course of action
is likely to please neither those who fecl education should follow a stric
prescribed set of Iines and “cover everything important” within su
lines, nor those who {ecl education is good only when its lines are who].ly
set by the student according to his “felt needs” and present interes
Considering this, Hampshire may take comfort from a wise comment

a. Sequences A, B in Science as Inguiry

b. The Division II Seminars

¢. The Division II Lecture-Student Seminars

d. The Division II Program of Independent Study
e. The Midwinter Term

f. The Reading Period

:+3. THE PROGRAM OF STUDIES IN DIVISION III
(Ordinarily a pericd of one academic year)

a. The Division IIT Advanced Study or Project
b. The Division III Integrative Seminar
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¢. Electives
d. The Midwinter Term
e. The Reading Period

1. Tue Procram oF StupmEs mw Dmvision 1

Tt was suggested earlier that the purpases of Division I are to introduc
students to the life and basic concerns of liberal education at Hampshire®
College. Such an introduction means first of all clarifying the concern
of the College with the realization of self in society, and opening up an'

DIVISION

( .

awareness of the complex sets of understandings which the College re- g O g
gards as relevant to this concern. - - WKL ~Z <~ —OZ g g 5 n
In addition, Division I proposes to give students direct experience -5 w2
in conceptual inquiry in the company of faculty scholars who have a = = = -
command of disciplines with which to approach subjects and problems | r | | | I N
they are really interested in. Through such experience, students will be LQ,_, W S LA N 'ow 8
. : = L Wwe & wEya %
exposed from the beginning to the centrality of method and structured TH g =3 Ox 2 g LZI3,5
inquiry in the application of disciplines to subjects within fields, which in " E W O ZoW raZ PAZ % Z =
turn provide channels into the consideration of the larger questions of life. w2 8 g o9 8 =P 8 22 < <2
Students in Division I will exercise and develop intellectual skills and L (TN 597 aw A SV R *
attitudes which are basic to carrying on one’s own education oneself. = L = -
They will have, in addition to intellectual experience with inquiry, the ) | I | I | | \
experience of creative expression. The individual student will face chal-
lenges to work on his own, and he will need to work cooperatively with Il Z-02—-2Zrux L
others on group tasks. Division I seeks to give the student experience " J
in relating himself both o a demanding academic program and a college ' | | | | |
microcosm of sociely, withoul alienation. [a) ” < 0 W 3
Certain courses in Division I are planned to be useful for all students : % wo oz A s 29 5
and are considered common courses. Other courses are intended to let =z % § = :(J % r < 2 g < EI
students explore fields which they think might interest them, or to pursue -3 = % 8 Z90 g <2T, g 5 7
_studies in which they are already strongly interested, and are considered . : T BT R = % 8 » z ":", < = § L g
electives. No courses are compulsory, as noted in earlier discussion. In = t < o §5°% 3
view of the field and integrative examinations, however, it is advisable l J l J L—W
for students to plan balanced programs which will give them an intro- -3
duction to the four-field scope of the College as well as some initial depth -3 LS
ina single feld.* 4 I bgdd OQOJ 00D E LZ-Wr—20 FIOuUZE-W
A

*For a provisional version of a balanced Division I program see the chart on
the following page.
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a. The Entering Student and the Fall Colloquy 5, to the College, its Schools, and its disciplines in the context of a concen-
b ‘trated exercise with problems of the nature of man. These problems are
‘approached in the Fall Colloquy at two levels: the level of the entering
student as a person in society, and the level of the trained scholar of the
College. The Fall Colloquy precedes and pre-empts all other college work
for the entering student.

Two highly specific purposes of the Colloquy are: (a)} to open up
- problems of life as seen by students and by mature scholars, and (b) to
¢xpose some of the means that the educated intellect can use to get at
d#snch problems and gain understanding of them. In sum, the Colloguy
.demonstrate the asking of questions at the commonsense level and
thc Ase of analytical tools {disciplines applied to subj ]&cts in fields) in deal-
with specific phenomena, the reality in which “problems™ reside or
iiake form.

Students come to college today in far greater number and varety
than in times not long past. They come because they cannot afford not
to if they have middleclass aspirations. They come to an institution
which is usually as authoritarian as the high school. In it, they find
themselves dependent on the interests and moods of teachers and con-
trolled in residence and activities by institutional administrators. The
come with oversimplified ideas about what college is and means, mos
frequently seeing it as the necessary door to job opportunities. They come;;
into a setting where there is usually less choice than they wish fory?
where they find that, as in high scheol, students do not have mahcnable
rights, nor many rights at all. As Martin Meyerson has put it: “Students!
are on the fringe of the adult world, but not in it. They are in limbo.” 1"

They enter college with a mixture of high expectation, uncertainty,
and apprehension. Their naiveté about college can be poignant. They
come from the forced spoon-feeding of high schoal into a world which
may bewilder them with its ambiguity or frustrate them because there
is more spoon-feeding than ever, a high school with knobs on. Of im-
mense importance, they come with unspoken and often unformed ques-
tions about self and the world, questions that schools and parents assidu- -
ously never asked them to ask. And they come with little knowledge of;
the ways liberal education could help them to ask such questions as men
and women. College more often than not does little to listen to thel
questions unless forced to, and less to link and transform their quesnons
into the stuff of exciting education.

The academic program of Hampshire College therefore begins for
entering students with a two-week Fall Colloquy which is a sharp depar-
ture from ordinary freshman first-semester experience. The model
sumes an entering group of 360, divided into four House groups of 90 3
students cach. The intention of the Fall Colloquy is to give students an "§
accurate sensc that the College sees them as people, that education is not
abstracted from life, but when right, is absolutely engaged with knowing ' %
and understanding life and the universe in which it occurs.

The nature of the Fall Colloquy in general terms is that of an inten-
sive two-week full program or workshop in which all entering students?
and representative faculty of the Schools take part. It introduces studen

(1. A Provisional Model of the Fall Colloguy

~ The following discussion presents a tentative model for illustrative
-purposes. In College operation, the Fall Colloquy will be given specific
. form by the leaders of the Schools and faculty members who conduct the
~ Colloquy. The-following, then, is not at all a blueprint, but one rough
ketch among many possibilities. The schematic drawing of a provisional
lule to be followed for two weeks (see following page) should be
dered in this light.
It:should be emphasized that the moming and afternoon schedule of
dll Colloquy is not intended to resemble the usual “freshman orien-
10n™ programs found in many colleges. Momings and afternoons in
lloquy are occupied principally with an introeduction to the edu-

~ The present illustrative model of the Fall Colloquy dcliberately has
" global topic as its point of focus: the human condition. Three ques-
ns-which Jerome Bruner has used in pedagogical experimentation are

at is human about human beings?
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How did man become human?
How can man become more human 20

The Colloquy approaches these questions indirectly and dirsctly as an
exercise which gives students an immediate chance to enter the intellec-
tual-moral life of the College. The Colloquy pursues two general levels
of discourse, seeking to involve all entering students and the full range
of academic fields in the College.

<, In moming lecture sessions involving the whole entering group of
360, the level of discourse is what some might call Pop-intellectual—in
1€ most honorable and non-condescending sense, Talk is about condi-
tons of being human in the kives we lead now. It is the kind of talk, in
',H.ii-ect and often affect-laden fashion, that adults are used to in some
3 ‘degree. And it is the kind of talk from which adults usually exclude youth.
“Discourse is about things that people feel deeply and which affect their
slives profoundly. To the extent possible, the actual subjects or questions
" for moming lecture-discussion sessions in the Colloguy should be suggested
by the students themselves.

~ Lectures might begin things for forty minutes or so each morning.
"I'hey may take any form that is honest and effective, using whatever
mieans—a man talking, a film, 2 demonstration, a telelecture from a dis-
tan: *place, or whatever. The basic requirements are that such presenta-
Johe=-no matter in what style—be intellectually and morally provocative
id ground, and be cast in terms of contemporary conditions. They

,.Chautauqua, include: “Education, or What to Do Until Big
»; “Science: The Glorious Entertainment” (vide Jacques
"‘n), “Woman Invcnting a Future”; “The American Family:

&t‘out Really Dying”; “Sex: Myth, Rea.hty, and Meaning”; “Art:
J.hal:wIts Radar Tells Us of Ourselves”; Death: Its Uses in Life”; “Self:
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The Quest for Identity”; “Fun, or Listening for the Last Laugh”; “Joy:
Looking for the Bluebird.”

After the lecture session, there would be a short break. Then, con-
tinuing in the same room, students would be asked to form themselves
into small circles of six, with one student in each circle asked at random
to take over the leading of discussion. Such small discussion groups are
casily and quickly formed without any elaborate procedure, and can be :
organized eflectively within assemblies of very large size. Most of today’s .
American youth take to flexible groupings for discussion with ease and
certain amount of genuine competence.®

Each day’s groupings arc likely to vary in composition by chance if
not by plan; such variation is something to encourage. Each day as a
circle meets it has two jobs. One is to make its members acquainted with
each other; this is well worth the time it takes. The second task is to
formulate what the group agrees is the most important question or point
to raise for further discussion—if possible——by the lecturer. Once formu-
lated, the question or point is put in writing by a member of the group
and given to the leader of the general session; the whole process of stu :
dent discussion will have taken thirty minutes or so. Everyone has a
chance to be heard and seen; everyone has been asked to think. :

:touch with whatever sparks were struck in the morning. Afternoon
Jiscourse also is about being human, about the sources and processes of
Han’s becoming human, and about {uture possibilities. But these matters
_the very edge of them only, ol course-—are touched through the disci-
‘blines in the four fields of the Schools.

Each School has two aftemnoon sessions of two hours’ duration on
two consecutive days, with all entering students participating. Unlike the
morning discourse, the afternoon draws upon materals of times long
or of great cultural distance {rom America today.

the first of its two-hour sessions, a School meets with students in
“lecture-student discussion groups of forty-five. The first session of

ciplines in the field; e.g., the School of the Social Sciences faculty might
raise and discuss the apparently simple question of what a tool is. Here
: again the pedagogical techniques used would include small-group student-
ed discussion to supplement {aculty presentations and introduce in simple
i the experience of the student-led seminar.

&% In*the second two-hour session the next day, the School meets with
éﬁ;y':four seminar groups of fifteen, with selected materials having been
ead v students overnight. These materials should contain data, rather

After another short break, the larger group reassembles. The lecturer terpretation, arising out of an event or 2 specific case and related
then takes on a sclected varicty of paints or questions that were generated tiore general discussion of the preceding afternoon. In this seminar
in the student discussions. He does so alone, or with a panel of faculty 3 esion, School faculty lead students directly into the data; e.g., the second
and/or students, or in a varicty of ways. Many combinations of large ‘ eanon-of the School of Social Sciences sequence might examine the ap-
group-small group interplay and many methods of presentation may be arent inferable consequences for man of a single tool, such as the stern-
used. At the close of the general session, a faculty member or dean gives ‘rudder or the horse collar.* The door could open on some beginning
a concise review of discussion, emphasizing questions that remain—as ideration of the proposition that while man maketh the tool, the tool
most of the important ones will—unresolved.

At noon and in the carly afternoon, the Colloguy leaves time open 3
for luncheon at a civilized pace, for individual conferences, for casual Z§
games or walks or just plain loafing.

In the afternoon session of approxirnately two hours, there is a marked
change in the character and organization of discourse, hopefully without -

i :*To one unacquainted with the history of technology in ancient and medieval
{ifties, the horse collar may sound like an hilariously bucolic topic for discussion.

""f"vfact, of course, the jnvention of the horse collar and the extension of its use

eodaring the course of the Middle Ages are [elt by some scholars to have had a
¢found effect on the social and cconomic fealures of agrarian life and to have
Groontributed to the long-term shifc of European society out of quasi-slavery as a
$principal source of power for production. The Romans, for all their engineering
illiance, had not developed a collar against which a horse could draw, applying
sure at the strong skelelal structure of his shoulders, Instead, they used what
unted to a moose around the horse’s neck. Horses, being notoriously wise, in

¥]y js likely that, in connection with the Fall Colloguy and with many other
phases of instruction at Hampshire, prolessional facully and studemt teaching '
associates would need some simple but essential training in the uses of variable
group methods of discussion.



116 CURRIGCULUM MODELS FOR ; A DIVISIONAL SEQUENCE 117

(2. Some Possible Resulls laboratories invite students to discover the satisfaction of techniques

- mastered. They emphasize the desirability of patience, accuracy, and
recision. They testify to the soundness of existing knowledge. But
tély indeed do they invite students to discover the limitations of
present knowledge or to identify unsolved probl?.ms and areas of
s;ignorance. Much less do they invite students to invent, devise and
wexplore possibilities alternative to current formulations. Our classroom
tk is imbued with the same dye of established law and accepted
owledge. 122

By the close of the Fall Colloquy students have had a view of
College and some of its larger concerns. They will have had a taste g
active student participation in discussion of matters education usuall
treats as too big or vague to take time for. They will have been brieflyjg
in large lectures, in very smalil groups, in lecture-student discussion s
sions, and in discipline-centered seminars. They will have gotten a
quainted with each other to some degree, and will have talked with fa
ulty and staff in a situation without grades or tests; they will have been

treated as intelligent human beings. They will have seen the Schools if
action and the College alive.

t};ése like Zacharias in secondary school reform and to undervalue the
iting work of such master teachers as Professor Arnold Arons in physics

b. The Sequences in Science as Inguiry

- There is a simple need to approach science teaching in a spirit con-
* : ‘sonant with what actually happens in the best of science. This requires
putling a critical—and perhaps creative—examination of the organizing
principles of each science discipline directly into the process of teaching
the discipline itself. Onc leading physicist, Professor Leon Lederman, has
reacted to this proposition as the best teachers would: “But, but . . . this

The rationale for the centrality of method and conceptual inquiry in'
liberal education is nowhere clearer than in the natural and social sci-
ences. The notion of education as conceptual inquiry has moved a num-
ber of leading scholars to attempt curriculum reform in the secondary
schools; Jerrold Zacharias and his associates in physics provide a princi-
pal example. Examples in other fields are numerous. :

The older idea of science as a bounded area of knowledge to be filled
in by further research and experimentation assumed there were fixe
prnciples that guided scientific work. But the principles were not viewed
as problems themselves.’™ Professor Joseph Schwab argues that: '

quiring knowledge. In the sense of learning essential principles, meth-
‘and techniques for carrying on one’s own education and work, this
bviously a valid end. It is a large part of the justification for advocat-

‘been rocisely nete that our system of rewards and of education the centrality of method in the modern collegiate curriculum. But a

has been remiss. We have maximized the social, financial, and psycho- -
logical rewards for technical and stable contributions—new fuels, new
missile designs, new vaccines. . .. Where we have at all designed our
school and science programs to attract young people to the sciences,
the designs have been shaped to attract the potentially competent
technician and the avid, able, but docile learner. Qur teaching

efitiny and reconceptualization in the process of education. The cen-

] ty of method could be interpreted simply as meaning the acquisition
+Jof static knowledge, in this case knowledge about {as Whitchead would
4] :said) conceptual and analytical tools. So interpreted, we are left
‘Iain with inert ideas, and emphasis on inquiry could be just one more
é‘fa'd'-end in the search for a viable modern curriculum. The full inter-
prlr‘ ation of centrality of method—not in science alone—should make
B8 _éir that method is as much {or more) important to think about criti-

% cally and imaginatively as any object of study or research. Indeed, it is
inseparable from the research problem and its object.

consequence did not push forward with full strength; deing so would have strangled
them. When the horse collar came on the scene in Europe in the early medie
period, available horse-power was dramatically increased simply because a horsé
could push forward with [ull sirength in drawing a load and still not choke
death. Why didn't the Romans develop or apply this fantastically simple devic&?

Why did it begin to appear in the carly medieval period? What consequencfé‘g.
did it have?
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Education which encourages such thinking occurs when the direct
use of tools of inquiry with real problems of knowledge is accompanied
by inquiry into the tools themsclves and the structure of ideas behind
them. This is the route to the highest skill: the innavation of more ade-
quate concepts, the creative formulation of change.

In this full view of the centrality of method, Daniel Bell sees:

. a positive new tole for the college as an institution standing
between the secondary school and graduate research work. One of its
fundamental purposes must be to deal with the modes of conceptual-
ization, the principles of explanation, and the nature of verification. . . .
The emphasis in the college must be less on what one knows and more
on the self-conscious ground of knowledge; how one knows what one
knows, and the principle of the relevant selection of facts.??

The rationale reviewed above implies that certainly in the natural
sciences (including mathematics), and in other fields as well, the best
curriculum will involve the student in concrete experience with a disci-
pline at work on actual problems. The student needs to see firsthand
how the discipline goes about its business, what its techniques and prin-
ciples are as applied in real cases. Hypothesis, experiment, observation,
conceptualization, and ordered interpretation need to be gotten at—with-
out blind acceptance—with one's hands on substance which would be

intractable without such tools. Abstract treatment of the elements of 3

discipline will not do the job.

Beyond this principle, two other main factors affect the provisional
design of the science sequences in the Hampshire College academic
program.

One of these factors, emphasized in the Report of the 1966 Educa-
tional Advisory Committee, is the growing interdependence of the science
disciplines. The need seemed clear, in the judgment of the Committee,
for Hampshire College to establish from the beginning a two-year unified
mathematics-science program for prospective scientists. Development of
such programs at the University of Michigan,' at the University of
California,® and elsewhere, is taking place; the Committee judged that
even the relatively limited experimentation with unificd programs in other
institutions is sufficiently promising to warrant a full effort in this direc-
tion at Hampshire. The Committee was especially concerned that pros-

pective scientists entering Hampshire should receive a flexible, well inte-
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grated, basic mathematics-science offering of high quality. The Com-
mittee concluded that the College should be fully able both to do this in
the first two years of student work, and to provide adequate course work
for non-science students.

A second factor affecting curriculum in science at Hampshire was
touched upon in'the earliest section of the present document. This is the
difficulty the small independent college now faces in providing sufficient
faculty strength and quality, and sufficient research facilities and oppor-
‘tunities, to insure advanced undergraduate preparation in science, com-

" The current approximation of Hampshire’s science program shows a

¢alistic recognition of this limitation. The science program of the Col-
-lege is based on the assumption that adequate strength in advanced sci-
~ence preparation for Hampshire students can be assured only lhrough
~interinstitutional collaboration in lhe Valley. In the foreseeable future,
:-"-','?he latter assumption is very likely to be truc for science students of all

> It is in the area of upper-level science that Hampshire College might
.- make significant use of five-college cooperation. Many existing science
. departments among the four colleges would welcome more students
- . at this level. Hence it would not be necessary to offer the full range
of advanced courses at Hampshire.?*

Hampshire College is grateful for this opinion and trusts that it represents
an actual and generous readiness of the other four institutions to help
supply Hampshire science majors with the advanced specialized work

_ they need. On the other hand, Hampshire believes in mutuality as the

essence of cooperation and would have no intention of being an uncon-
tributing partner. Advanced offerings at Hampshire will be strong in
certain limited areas. Hopcfully, these will complement offerings at the

+ other institutions and give their students special opportunities that would
L - otherwise be unavailable.

The science sequences for Division I {and in part of Division I1) out-

lined briefly here must be viewed as the very tentative models they are.
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Again, in the process of developing Hampshire in the next several years;
the operational models will be planned by faculty of the College, in con:
sultation with faculty at the other institutions of the Valley, and w1th

other expert advice.

(1. Science as Inquiry: Sequence A

This two-year sequence would begin in Division I and carry forwa
into Division II. It would be offered to entering students of very hi
proficiency and interest in mathematics and science, demonstrated i
their secondary school work, on test scores, and in interviews before
during the Fall Colloquy. Enrollment in Sequence A would be a matter
upon which such students would then decide for themselves. Projectio
of enrollment is virtually impossible at this stage of the College’s develop-
ment, but for purposes of this model, it is assumed that twenty per cent
or 72 students in an entering class of 360 would elect Sequence A. ‘

Sequence A students would go at once into a highly flexible program ™
conducted by a team of faculty which would include a mathematician, {3
a physicist, a biologist, and a chemist. The faculty team, within only such -}

limits as those imposed by other commitments of their own and of their
students, would work out matters of scheduling, selection of subjects for

study and their sequential arrangement, the relationship between mathe- 3

matics instruction and work in the science disciplinfes, desired variations

in seminar-lecture-laboratory-tutorial patterns, adjustments of program to

the individual abilities of students, and the like. The faculty team would
not be engaged in offering a survey course. Their work with students

would focus on specific problems of interest to themselves as mature
scholars. Specific problems would be ordered in such a way as to enable .

the separate and commeon strategies of inquiry of the several disciplines
to come into play and be examined. Faculty would seek, as it seemed
right to do so, to bring students into a collcague status, as research asso-

ciates, scientists engaged in individual studies, tutors of other students, *

and in other ways.
It seems likely that rnathematics would be the spine of Sequence A,

with the science disciplines hooking in to exploit the toals of mathematics

in the exercise of their own methodologies. In the two-year sequence
students would deal with such features of mathematics as caleulus, linea
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, differential equations, probability, and matrix analysis. Elements
cience dlsc1phnes would be selected by the [aculty team in terms
ﬁf aximum utility in revealing basic structures of inquiry. The course
il 'dJ be a heavy one in the degree to which it involved student time,
_p 'ng between eight and nine hours a week ol organized participa-
_independent work during the two years.

gire the equivalent of three [ull-time faculty for its staffing.

B (2. Science as Inquiry: Sequence B

This year and one-half sequence also would begin in Division I and
continue into Division IT. Sequence B would be available to all entering
$students. It should be considered especially by those who demonstrate a
good degree of proficiency and preparation in secondary school mathe-
matics and science, who are motivated by a degree of intrinsic interest
ese disciplines have for them, and who plan to go forward in a disci-
line (for example, in the Social Sciences, or Language Studies) where
Iundamental command of mathematics through probability ang statis-
is now essential. Here again, any accurate projection of enrollment
Pt qize is impossible at this stage. For purposes of the present model, an arbi-
projection of forty per cent, or 144 students, is made for Sequence B.
Students electing to enroll in Sequence B would have a choice be-
n a three-semester mathematics-biology workshop or a three-semester
yorkshop in mathematics-physics, In either case, the mathematics ele-
im ts would be likely to include introduction to calculus, intermediate
fcaleulus and linear algebra, and an intreduction to probability and sta-
Physics dealt with might include selected topics and problems
h.mechanics, kinematics, wave motion, relativity, optics, atomic and
e _structure and electricity. Biology would prowdc selected prob-
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lectures a week and a minimum block of two hours weekly in laborato
discussion sections with enrollments of approximately twenty. Th
lectures would include demonstrations and other presentations. The lab-
oratory sections would be occupied with problem-solving, group and in-
dividual projects and experiments, and analytical discussion led both by.
instructors and students,

. Implicit in the foregoing discussion of Sequences A, B, and C is that
he Division I School field examination in the Natural Sciences would
- have a somewhat different level of difficulty for cach Sequence.

" ¢. Division I Seminars and Tutorials in Humanities and the Social
Setences

The New College Plan of 1958 introduced the notion of the freshman
eminar, principally as a means to help the entering student at once to
gain greater academic independence and maturity. The Plan called for
o freshman seminars in the first fall term: one in humanities and one

and would be organized to introduce students to the nature of mathe-:i§
matical thinking. It would treat mathematics as a separate discipline
and seek to help students discover a sense of its elegance and poetry.:
The first semester of Sequence C would not aim at “training for math
matical proficiency.” Instead, it would pursue—according to the judg
ment and interest of the faculty responsible—a limited series of man
ageable topics in some depth. The purpose of such exercises would b
to engage students with some of the joy and sense of structure in math
matics which are too often obliterated by bad teaching. Here the styl
of the brilliant work of David Page at ESI in introducing ten-year-old 17 . . .
to higher maﬂlematics-without-jargon, and the work of Prgofesso:, Patrickege e i?."scqumllcc of basic sermnars ;n cach o[ﬂ:hc :: ° r:fglzz;‘;;n:::c;
Suppes at Stanford might be helpful for faculty to consider. . @‘ anid Spring) of the Division I year, rather than

The first semester would be concerned with the nature of mathematics, 2
i

ill be seen, Hampshire’s academic program adheres to the earlier
oh’ in essentials, but with certain modifications that scem indicated
‘esent circumstances. The College, for a number of reasons, intends

In the second semester, Sequence C would turn from mathematics f;
the nature of science. Again, the approach would be to catch somi
awareness of the human and artistic elements that reside in the concep,
tual processes and structures of scientific inquiry. Something of the pa
“the intuitive leap” plays in scientific research; something of the fachs
that a cut-and-dried “scientific method” is regarded as a laughable my,t!i :
by scientists, and why; something of the emergence of 2 true singleX
language (in the sense, for example, of mutually respected and under:
stood canons of verification) world community of scientists—these arg’
things the second half of Sequence C might try to get at. Again, the!
method of pedagogy should rest on selected topics or case-studies in depth
not on “coverage” or proficiency training. Again, the pedagogy of bot
the lecture and the section should aim at as much direct engagement;;
with problems and materials as possible. The topics and subjects chosen
would depend on the instructor’s interest and his own discipline. ‘

Alliise. individual tutorials in the Oxford sense in conjunction with the
all Term Division 1 seminars. Before describing the College’s Division

‘seminar-tutorial system, it would be uscful to look back to 1938. A
cat. deal of what was said then about the freshman seminar idea is
cérporated into the operation of Hampshire’s Division I seminars:

“The New College curriculum is designed to establish a pattern of in-
dependent behavior by intensive training in it at the outset, andlto
% reinforce the habit of initiative thereafter by continuing to provide
: situations which call for it. Hence the very large investment of faculty
time in the freshman seminars of the first term and the combination,
thereafter, of student seminars with lecture courses: once esta!:)lishcd,
a way of doing things can be kept going with dimlmsh.mg re.mforcc-
ment. So the curriculum gives up the customary pyramid whul:h pro-
*rvides-a broad base of factual knowledge in survey courses during the
v years and an apex of specialized study in the later departmental

is esti : i tools of a scholar
It is estimated that Sequence C would require the equivalent of 1. par and thesis, wherc the student learns the tools of a scholariy

full-time faculty members each semester.
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pre-digested for New College students; it will come as a natural con-
sequence of exploration, of “getting around” in their subjects.

Methods are best introduced, not in the abstract, but in action. The
fall freshman seminars will teach methodology by exploring limited

subjects, each teacher deciding on a subject and its limits with a view

to best showing a group of about thirteen students how he works,
and how they can work, in using his discipline. There need be no

effort to be novel, either in the disciplines presented or the topies used, °
except as novelty happens because of the way the main line of a-.
man's intellectual development is going. . . . In the course of educa- :
tional experiences there is more probability of developing good intel-.

lectual practices if some attention is paid to method as well as ta
content. But the experience must be specific and clear, rather than
broad and diffuse—so the subjects treated in the freshman seminars
will be limited ‘in scope. It will be valuable for the teachers of the
various different seminars to cooperate, as they sce opportunities, in
arranging that their students hear lectures together on subjects of

common interest, or encounter approaches whose differences and™

likenesses will illuminate the methods each group is leamning to use.

Seminars in History would neither be in "Western Europe from the

Fall of Rome to the Atom Bomb,” nor yet in “Historiography,” but in
subjects like “The Civil War," “The Age of Absolutism, 1648-1789,” 3
or “The Age of Pericles” Similarly, neither “Beowulf to Thomas,

Wolfe,” nor "Principles of Criticism and Methods of Literary History”

would be offered; instead literary history and criticism would be pre- 7
sented as activities by working intensively with limited materials.

The curriculum proposed at New College will make the students
first college experience sharply different from what most of them will
have had in school—as is too often not the case with present freshman
programs. They will encounter a scholar working with materials

which are alive for him with excitement, perplexities, alternatives, 7
problems, unexplored possibilities. Instructors will have the advantage_ 5
of working in areas they have chosen because of strong interests. . . . %
Students will quickly be assigned work to be performed independently, ;

the instructor designing projects for which the freshman will have or
can acquire the necessary frame of reference, and in which he will

encounter, as he works, fundamental problems of the topic and the: %;
discipline. A problem which all will encounter will be “How to Write.” -

Teachers will have to spend a great deal of time teaching composition,
as it relates to their field. . . . The art of behavior in a scholarly group
will be taught along with the art of the conduct of the mind.!*®

E
1‘I.;’

“DIVISIONAL SEQUENCE 127

" One institution that, in its own way and for its own reasons, has
given an adaptation of the freshman seminar notion substantial trial is
Harvard College. In 1963, after four years of experience with freshman
inars as a new form of elective, a subcommittee of the Committee
Educational Policy of the Harvard Faculty of Arts and Sciences re-
d.on an evaluation of the idea in action. The subcommittee’s main
"‘-‘qu\ion was that continuance of the freshman seminar program on a
Sinanent basis was important.’*® Difficulties and problems were found,
ight be expected, but it was believed “the College has developed a

“teaching its first-ycar students that has great vitality and signifi-

e Harvard evaluation commented that the “seminars, in their

qiiities, have demonstrated that undergraduates can tolerate ambiguity
nd:that ideas have more impact when they are evolved than when they

e given.” 1% Several specific points that interest Hampshire in the
valudtion’s conclusions are these:

ridlty and students have frequently noted what one student called

w . . . .
multiplier” effect of the seminars—*“its effects on my friends and

immates.” It may be that the eflect operates more powerfully out

3
10,
of: $eminars than out of other teaching.

"lere is considerable evidence which suggests that what is learned in
ts is often better retained that what is learned in courses.

G THe, seminars have been “metaphoric.” They have served, at their
#hést;, to represent to the student more than they have covered. . . st

he Harvard evaluation had been anticipated in 1962 by an objec-
ort written by Professor C. L. Barber,®* describing the nature

g;ndresults of a four-college trial of freshman seminars and “‘student
?,E'e_mmars associated with upper-class lecture courses.” The latter was
‘another innovation suggested in the New College Plan. In 13959-60, 2

group-of some of the best-known faculty at Mount Holyoke, Smith, and
Ambherst Colleges and the University of Massachusetts experimented with
these approaches. The experimentation again was encouraged and sup-

7> - #*The subcommittee report contains no reference to the genesis of the freshman
seminar notion in the New Cetlege Plan, but the copy of it in Hampshire's possession
‘does include an unsigned hand-written inscription on the title page “with long
werdue thanks to New College™!
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ported as had been the New College study, by the Ford Foundation’s put forward in 1958 and gives it, plus related tutorials, a central place
Fund for the Advancement of Education. g fin~the Division I offering.

It was the general conclusion of Professor Barber’s report that, given As the chapter on campus design and college community organiza-
the limitations under which the four-college trial was conducted, the o wﬂl make clear, Hampshlre will decentralize a good deal of its
freshman seminars and other new approaches were useful. Professor R acad¢mic work in facilities related to residential clusters called Houses,
Barber commented that: “Introduced in a scattering of individual #ath 1.]1 a way a small college. When the College has achieved full
courses, piecemeal, the innovations obviously could not be expected tg: St ergth in its fourth year of opgration, each of four House clusters will
work as they might as regular features of a curriculum.” InstructorsZs
found that in the new approach “more of their time, rather than lessji
was required.” "But the general feeling of the faculty and students whd
tried the new approaches was that they were good and should be effective
within a generally supportive curriculum. Professor Barber’s repon
observed that:

_ 'E:rs, representing the [our Schools will have their office-studies in
%Houses acadernic building. Of this number, perhaps twelve will
mbers of the faculties of the Schools of Humanities and the Arts,

5 qtﬁhe Social Sciences.
T‘he entering class in each House would number about ninety men

. . d"women students.
. The general conclusion which can be affirmed, categorically, is Al

that students work well independently only when a clear-cut academic
situation has been created for them, If, when they are left alone, they
find themselves merely in a soeial situation, the occasion may amount to -
little more than ineffectual faculty interference with their social life,
When they are provided with a universe of discourse and common mﬂ"-‘nY Division I Seminars, approxlmately evenly divided between
awareness of problems, they show readiness to take off and move on - ChUD] of Humanities and Arts and the School of Social Sciences.

their own. . S ,;House would have seven or eight Division I Seminars of approxi-

In the Freshman Seminars, very considerable success was achieved by S : \\_-twelve students under the leadership of resident Fouse [aculty
putting students “in the position of scholars,” confronted by a limited *; ' :
range of material to be dealt with in some depth. To do this at the
freshman level requires a great deal of faculty supervision: the more "
they are put on their own by the nature of the problem and the open-
ness of assignments, the more aid and counsel they need. Results are
best when the formulation of issues by the instructor is particularly
clear-cut, for then the students find for themselves that they need the

i The Fall Term Division I Humanities-Social Science Seminars
and Tutormis ’

cgf,

i . after the twa-week Fall Colloguy and would run for twelve weeks.
Theﬁnumbcr of Fall Term Seminars in Division I would be thirty, as
d-‘roffcnng a relatively w1cle variety of choice—subject on]y to en-

resources of the discipline to solve their problem. A teacher who has & ¢ individual faculty member would meet with his group each week
active research interests, on which he can draw, is most likely to succeed for, a;selmnar on a subject of study or research of particular interest to
in introducing a subject in this way: he is most likely to have the K3 ]:um m‘ his discipline and field.* Scheduling would be at his discretion
courage to cut his students loose at intervals. Our experience indicates ; i an ‘the_convenience of all concerned, with evening hours a likely time.

that for such teachers to undertake seminar teaching of freshmen is
well worth it, in view of the zest, sophistication and capacity for self-
direction which can be developed in the students at the outset of their .
college opportunity.138

#In connection with the Division I Fall Term Seminars led by faculty of the
School of Humanities and Arts, it is expected that some of these—as many as the
faculty involved would desire 10 have and be able to staff—would in effect be small
workshop or studio groups interested in creative expression in the lively arts. In other
words, Humanities Seminars would not all be concerned with matters of academic

The Hampshire College academic program incorporates the notion 3 icholarship,
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By now, this kind of pattern is well-established. The Muscatin
Report, noting that Harvard and Stanford now offer thirty-five freshma

seminars a year, in 1966 urged that Berkeley institute freshman seminars
“at the earlicst possible moment”:

shours a week with individual students for tutorials. His tutorial time
3%1d.be reduced by meeting with two students. at once but a good deal
= 1d:be lost in the process, as- the Oxford Report indicates, and the
n the tutor might well be more rather than less. Probably only
per could be read at a session; the tutor would then. have to
e to rcad the other paper separately. Students 1“. sessions who
arely. listen and perhaps throw in an occasionillatuaplnlon are not
éncing a tutorial but merely attending 2 class.

Setween Seminars and individual tutorial sessions, the faculty leader
sve two-thirds of his teaching time to this program in the Fall
s for twelve weeks of a fourteen-week semester.

Such freshman seminars should consist of groups of no more than
twelve students, taught by members of the faculty in whatever areas of
intellectual discourse a faculty member is inclined to meet entering
students, The subject matter of all such seminars need not be strictly -
determined as long as the orientation is one of dialogue and the spirit

of inquiry. Each fzculty member offering a freshman seminar would .
act as academic adviser to the seminar students 134

In the Hampshire program, e¢ach Division I Seminar member woul
also have a lutorial relationship to the facully member in charge of the}
twelve-week Fall Term Seminar which he had elecled. Perhaps in con
nection with the specific subject matter of the Fall Seminar, but possibly;
in other reaches of his discipline or School field, the faculty leader would
suggest an organized reading program to the individual student and
would expect the student to prepare a paper every other week during 3
the Fall Term dealing with an agreed-upon topic related to the reading, ;
The faculty member would schedule half of the students in his Semina¥
group for individual tutorials each week. The tutorial process preferably;

would be very Iike that at Oxford, described succinctly by the Lor
Franks Report:

'-'._LrTh'e Spring Term Division I Humanities-Social Science Seminars
i ng the Spring Term, Division I students would be abl.::. to choose
mt-pasic seminars similar in organization to those oﬂ‘er:':d in _tl}e. Fall
P55 There would again be available approximately thirty Dmsmn.l
inars, about half of which would be in the Humanities and half in
ial Sciences. Fach Division I Seminar would once more :.anlriall
d:approximately twelve students. There would be enough ﬂe)flbxhty
£ Term so that seminar size might in some cases §0 as_hlgh as
fi This could allow for a limited number of students- in other
TG 5 to enroll in certain Division I Seminars that held special interest
ivision I student would find it advisable usually to enrf)ll in a
Jar offered by a School other than the onc which had gwcn_}lus
Term Seminar. Thus a student who had been ina Humamt.}cs
Siar in the Fall Term of Division I would be likely to take a Social
nce.Seminar in the Spring Term. _
Sitorials would not be given by Spring Term Division I Seminar
ity. _
Fhe Division I Case Study of Man: Fall Term
Fxrc?om the simplified chart of Division 1 Studies, it may seem that
ththitd course in this divisional sequence is an unrelated mixture-of
gs Actually, it is instead an organized strand offcrin.g all 36{? entering
S lents a variety of related initial experiences in the integrative appli-
S i of different disciplines to complex topics. All four fields of the

At its heart is a theory of teaching young men and women to think for
themselves. The undergraduate is sent off to forage for himself among
a long list of books and journals and to produce a coherent exposition
on the subject set. The essay or prepared work is then read by its author
and criticized by the tutor. In this discussion the undergraduate should
benefit by struggling to defend the positions he has taken up, by
realizing the implications of the argument, and by glimpsing the context
in which a more experienced scholar sces his problem. . . . [The]

tutorial means that the undergraduate has to try his hand at creation
under corrections,!

The Division I Fall Term Humanities-Social Science Seminar cu
Tutorial system would require a faculty member to meet once a week 38
{or two hours or so with his Seminar group and to meet approximatel;
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] sound. No voice of “The March of Time” tells you what you are
g, You simply see. How much you see, what you perceive, how you
rpret it, what it means to you, the questions that the data raise—all
are up. to the viewer.

i l'I'here are eight films covering a sequence of four seasons. The films
"thcy stand are basically ethnographic records, anthropological docu~
Thents. Their principal subjects are the members of 2 non-fictional
;I' tsilik nuclear family—a man, a wife, a four-year-old son. Each film
ote than thirty minutes long; the total of eight is the result of many
of expert scholarly and technical editing of several hundred

College have inter-relationships, and this may best be discovered throug
studies which tend to exercise the resources of more than one field.

The pattern discussed here for Division I is again provisional
its curriculum content should be seen only as a set. of models of possibilil
But the underlying principle of the third course is a commitment: tha
in addition to elections within Natural Science, the Humanities, and th
Social Sciences, entering students should encounter studies which reveils
the intersection of disciplines and fields.

This js approached in the present model of the third course by {a) 2
intensive four-week ethnographic case study in the Fall Term which :
presents a large amount of magnificent data from the most advanceds tifand feet of uncut film. Simply taking the film required expeditions
[rontier of onc very narrow discipline (that of eskimology, or the stu e Pelly Bay area of far northern Canada over a period of three years.
of Eskimo culture and language—a field perhaps less than familiar tg; ﬂﬂ arnily, with some kin and others, go through a whole year: spring
most American academicians!}; (b} an introduction, during the balancg ; summer fishing at a stone weir, fall caribou hunting, early winter
of the Fall Term, to fopics and problems in language, logic, and valu r through the ice, winter communal life at a big ceremonial igloo.
and (¢) a Spring Term lecture-student seminar course dealing with The: films are not yet on commercial open-market sale; they are not
very limited set of studies-in-depth in language and history. These thre _ being used in undergraduate college teaching anywhere. If they are
portions of the third strand might be approached traditionally—but n '
in the Hampshire program. All invite, if not demand, attention from a;
variety of disciplines and fields. Hopefully, this will hecome evident
as the models are presented in this discussion. The first portion of the
third course—in this illustrative model—is called, for present convenience, ‘3 -instructional theory.

A Case Study of Man. ‘With the impact of culture shock, 2 contemporary American sees in

The subject matter of the Case Study is man’s life in a preliterate. lese films a human world in tremendous contrast to life as he knows it.
culture. The data concern a full year’s cycle in the life of a Netsilik "

Eskimo family. The data are recorded on film. They are the result::%
of a current major project supported by the National Science Foundatlon
and undertaken by Educational Services Incorporated, with scholarl)r
leadership by some of the most distinguished ethnographers in the world§
with extensive filming done in the field by staff of the National Film Boaif]
of Canada, and with film editing done at the ESI film studios. It is nof
hyperbolic in any sense to say that these are probably the best ethnographi ; ]
films of Eskimo life, representing it as it was before contact with whi i
civilization, in the world. This is not to except Flaherty's classic of
years ago, Nanook. '

The films are not didactic. For the most part, while they are photo-
graphed in color and are technically near perfection in quality, they carry -3

dofta ﬁlropology and ethnography The only scholar who has used the
; )I‘?ns in teackung is Professor Jerome S. Bruner, who has cxpcnrnented

aHectlon, anger, fun, pam, planning, travcl tcchnolog}', art, hfc, death—
r'v.'r atever fundamental dimension of humanity one could name. But
A _.'gulse these come in, the forms they take, are seldom the ones we
say the least. Such data and the questions imminent in them
‘ Lévi-Strauss calls “that mirror which other civilizations still
jto us to recognize and study . . . {the] image of ourselves.” '**

Netsilik material is unlike anything that entering college students
‘met before. It is not entertainment. And it is not all just brutal
or ‘tender minds. Nor is the Netsilik material simply a vivid
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g

and its methads in relation to historical knowledge, and some furthér

sensc of the long perspectives of man’s past. tive themselves, using as fully as possible documentary matenal
Professor Morton White, a leading contemporary philosopher, fé@nﬁ_tfuct an event or complex of events. In this sense, the meth-
given much attention to the vivification of a useful connection betweeiBEGHAI00y of history as inquiry and expression are subjects of direct use
modern philosophy and modern lifc and knowledge. In “A Plea for Jend study. The course aims at comparing different historiographic
Analytic Philosophy of History,” Professor White states a good par Sroducts that presumably deal with the same phenomena, particularly
the problem with which this course will concern students. An excerp ¥he;comparison of marratives or accounts (including interpretation, as
from his “Plea™ suggests one view of the problem: ' narration must if it is not simply to be chronology) prepared by students.
'To these ends, a provisional model of the course might have the fol-
features. It would combine a large lecture once a week to the
le group of 360 students, with thirty-six scparate student-led seminars
ehiwith ten students) assisted by Junior Tutors. The course would
.aspects of threc major topics.
ctures might be given by different specialists (see later dis-
‘this question) according to the several topics of the course.
: on any of the topics would serve best by underscoring or expli-
estions inherent in historical study of the topic—in terms of
aterial available: methods of inquiry most feasible and productive;
Sifions of verification and interpretation; questions of meaning in as-
’ﬁpﬁdns and conclusions about the study of the topic; questions of how
ch is perceived—with what distortion—and how much is missed.
The three major topics in the course could well be drawn from classi-
‘medieval, and Renaissance history, and examined in depth. “Cov-
se,” that is, the chronological widescreen view of the backgrounds

ese periods and their connective links, would be left for reading in

. . . precisely because contemporary philosophers of language tend to o

concentrate on the logic of single statements—whether statements multitude of books available. The course would be obliged to provide
about the past, explanatory statements, logical statements, scientific 1§ ts with guidance to relevant connective reading. The three topics
theories, or moral judgments—they averlook the narrative, which is a #to be relatively narrow, but cndowed with enough complexity,
special kind of discourse deserving of special treatment. If we succeed =" nd records to allow for considerable exploration. There should
in clarifying the logic of narration, we shall have jnaugurated a new 'a reasonable possibility of contrast and comparison among the

era in the philosophy of history with the help of the tools of linguistic
philosophy.1®

or one thing, it aims at engaging students in historical inquiry and

It is always relreshing to hear that the historian wants to report the
facts as they really are—to tell the truth. But while it is easy enough
to announce this as the function of the historian when the truth of .
isolated statements like “Caesar crossed the Rubicon™ is at stake, the
matter is wholly different when we have to evaluate total histories o
syntheses. All historians agree that Caesar crossed the Rubicon, but 38
not all of them present the same “picture” of Rome. We like to say 2
that some pictures of Rome are superior to others. Why? What is there
about two pictures of an historical period that makes one better than
the other in spite of the fact that both of them can be shown to be
truthful in what they say? 198

It would be wrong {rom this to take a dim view of the historian an
his proper craflt. ““Narration is the most typical activity of the histori -
and “‘narrative history is a unique form of human discourse” worth
serious attention of other disciplines that may help it cope with .th
difficulties it faces.’™ It is the students of languge and logic that Pro
fessor White challenges:

a_ltérnativcs from which to choose are virtually infinite. Simply

The Division 1 course in The Language of History does not qui exaimple of one set, the coursc might use as its three major topics:
A

presume to “clarify the logic of narration” or begin a “new era in.t
philosophy of history.” That had best be left to the linguistic philosophi
under the gun leveled at them by Professor White, But the courses
connected with the spirit and main direction of his argument. .
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ads) ; fast and good communications (again a matter of sea-use and
road system, but also a matter of the available degree of literacy);
.éuggriority of offensive weapons over defensive weapons (Rome had

brilliant infantry system which could enforce obedience; by A.D. 900-
Y1000 the European defensive weapon of the castle was superior for the
imost part to the mounted knight, unless he could supply a large be-
slégmg group for a long peried, and, obedience as a result was not
quck and easy to enforce). These and other subjects of inquiry relate
‘the main topic, and provide ample opportunity for its analysis.

“If a man were called to fix the period in the history of the worl
during which the condition of the human race was most happy an
prosperous, he would, without hesitation, name that which elapsed from
the death of Domitian to the accession of Commodus.” Yet as Gibbo
well knew, the canker of decay was not far under the golden surface’}
of these eight-four years. Within this complex topic, choices abound?™§
for intensive study which might be useful exercises. Full centralization/§
of political power in an emperor who needed only military supporti
and no semblance of senatorial election. A far-flung domain gained:§
and governed by a military system based on foot-soldiers. A decreasing#
supply of slaves {now that conquests were fewer and captives wer
fewer) in a technology based on slave-power. Decreasing amounts o -
booty. A diffuse and uncommanding ideology. Such things wer &iAgain a free-associated example is all that is offered here. But Flor-
among the dimensions of the happy, prosperous, golden moment of the *j Z#ance, s a city transformed by commercial capitalism and the rich and
Empire, fulfilled and at peace. These and others could be investigated %.?-:i.pﬁwerful Medici of the 15th and 16th centuries, provides abundant
in accounts that are readily available. The interrelationships and con- 'miaterial for examining some of the content of a complex historical
sequences of such factors have remained a laboratory for historical 3 prablem. From Cosimo the Elder, born in 1389, banker and patron of
inquiry and interpretation ever since classical times. Substantive and ‘the arts and literature, to Lorenzo, and Catherine, and Cosimo the
methodological problems stilt fill the laboratory. {" Great who died in 1574, and the whole panorama of Florence in the
*" midst of change, the story of much of the social impact of commercial
capitalism can be vividly sampled and its relation to the transformation
of high culture in the arts, scholarship, and science examined.

he Period of the Renaissance— Florence and the Medici: Com-
reial Capitalism and the Transformation of Culture”

The Early Medieval Period—"Charlemagne and After: Why Cen
tralized Government Failed” )

The great success of Christianized post-Roman Europe in repelling i
vaders remains something of a puzzle. As late as A.D. 732, Saracehs
invaders were only fifty miles from Paris. Yet by 1099 the Christiang
counterattack against the Saracens had regained Jerusalem. The sto
is far from bounded by these dates or events, but it is symbolized
the military achievements of Charlemagne, and its limitations are
vealed in his ambitious but abortive effort to recreate a universa
Roman Empire.

In its organization for instruction, the senior faculty member responsible
.would be likely to choose much more useful topics than these, and might
vell vary their number and length.

. It would be most desirable to have the weekly lecture handled by
‘one very able man. He would not have to be an impossible-to-find-and-
gagé combination of a distinguished ancient historian, medievalist,
Renaissance scholar, and linguistic philosopher. In many ways, the best
ind of person to organize, lead, and serve as the senior lecturer in this
course would be a philosopher of history with a strong interest in applying
the point of view so ably expressed by Professor White, and with ability to
‘lecture from this viewpoint effectively. In such a case, the man could
uild the course around whatever topics he felt would lend themselves
est to grasping the language of history and the uses of logic in narrative.
v, At full College strength, the senior Lecturer would be aided by twelve
or Tutors or teaching assistants, three assigned to each of the {our
;- ‘Each Junior Tutor would be responsible for supervising and
ingithree student seminars of ten students each. At first, the Junior

After 814 it became clear that a centralized, Jarge-scale European g
ernment could not function under conditions as they were. Ew
though Christendom could mobilize with military effectiveness agains
the invading misbeliever, Christendom could not mobilize governmen
tally to serve its peaceful needs.

The matters available for investigating why this was true again ar
many. They have to do with a lack of at least three things that Rome
at its height had in splendid fashion, things any large centralized gov-/#
ernment must have: fast and good transportation (Rome used the
sea even more than its excellent roads; Charlemagne and inner Fu
rope could make little use of the sea and had no adequate system @
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Tutors might well have to be senior students from the other colleges of §
the Valley or gradnate students of the other institutions. Later, the ]umor
Tutors in this course should be recruited from the ranks of advanced-level:
Hampshire students. In any case, the Junior Tutors would receive com:
pensatiorn.

g The Midwinter Term

727 This innovation, relatively untried at the time of its inclusion in
= commendations of the 1958 Plan, has since had rather widespread
optlon in various forms.

“In the academic year of the New College as it was described in 1958,
“a Fall Term of fourteen weeks would end before the Christmas holiday.
'In January, for approximately four weeks, the Midwinter Term would
occur, and the whole College would leave its regular work to concentrate
on two general studies, onc of an aspect of Western culture, one of a
dimension of Non-Western culture. Students of ail levels and in all fields
ould mix with each other in a set of common educational experiences.
s-the 1958 Plan saw it, the Midwinter Term would require only half

Aside from the large weekly lecture, students would meet for two
hours of student-led seminar work each week, and would be expected to
spend substantial additional time in seminar preparation. The three
student seminars under any given Junior Tutor would meet simultaneously
in House academic facilities. The task of each student with regard to the -
three major topics of the course, in addition to extensive reading, would;
be to prepare individual papers to present to other members of his sem-?

inar for examination, logical and historiographic analysis d th h?
» 1081 grapiic analysis, and thoroug ;"the regular faculty, who would receive extra compensation for their

. :on. Th toul . .. . .
::ﬂ:scurj;:iloan: aﬁzp e::itil c::: d :cczi(;il::m::e:::m::;s t'm r;:}rratwe dandl 1 \arlumpauon The other half of the faculty would be free to pursue their
P i & rY 5P , reationsiups, or: develop- Town studies and interests from Christmas until the beginning of February.

ments. Ideally, when a studentjs paper was up for Idiscussion, it wovrl.ld : “The 1958 planners foresaw the Midwinter Term as engaging outside
have been reproduced by a duplication process in advance of the meeting 3 ecturers from neighboring institutions and beyond. Outside faculty would

:23 Tac;tkllc[ir::nlavallable for the other nine members of his group to read serve for several days or longer, with the understanding that they were
. general participants in the all-college activities, as well as having special
B onsibilities. Visits by distinguished scholars and artists appeared to
"1 958 group as a natural part of the Midwinter Term, where cogent
rchangc with students would be more practicable than in visits oc-
] during the regular Terms.
. ‘The 1958 planners saw each of the two major courses of the Mid-
winter Term as having a faculty director given adequate planning time
advance to develop the course, with the advice of a laculty group
fcluding scholars from other institutions; each course as having daily
éctures as well as seminars; each with required reading, papers, discus-
glons, and examinations. The two courses of the Midwinter Term would
} “be equivalent to onc of the three courses carried during [regular]
- term,” 14
When the 1966 four-college Educational Advisory Committec re-
- vmwcd this portion of the New College Plan they came to somewhat
dlfferent canclusions, which reflected change in conditions and notions |
;. o{ higher education that had occurred in the eight-year interval. The
1966 Committee agreed with the idea of some kind of break between

The Junior Tutors each would be responsible for:

Meeting weekly in a group of twelve with the lecturer for planning .
and evaluation;

Attending the lecture each week;

Helping to develop student leadership for each of the three seminars
which would be in session simultaneously under his or her general
supervision;

Being available for individual or group consultation about seminar
work;

Reading, commenting on, and evaluating the student papers for his
or her seminars.

For each Junior Tutor this would come to something like six to eight-
hours a week. An advanced student interested in professional teaching
as a possible career could use this experience as a preliminary internship.
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> (1. Whatever their choice for the Midwinter Term,* all students would
be asked to write an evaluation of themselves in terms of this rea-
sonably free period in their lives. The point of this evaluation
would not be to provide a means for facuity to judge the student,
or for the College to force the student to account for his timne, or
to coerce him indirectly into seeing that the College expected him
. to use his time “constructively” (i.e., in terms of goals other older
The 1966 group felt that a change of pace between semesters woulg ;1. \people count important for the young, if not for themselves). The
be desirable, particularly if the “interim” were free of formal courses i point would be to accent self-direction, self-realization, and—in the
organization and allowed students to plan and choose, encouraging “Lhe,: ; rqce‘“_se‘f'ev?luaﬁon' No artistic fictions would be grt-aeted
to give Iree rein to their individual interests.” In advance of each “ir 3 w?.rmly, AN thar would neat accounts of :Nhat o e
rerim ™ about five proi 1d be ol L for it by the faculty of : SwWin a new merit badge in the great scouthood o.f llfe'. V\fhat would
, about ve p jects would be p. anne it by the faculty of ea “be expected would be as much honesty about his Midwinter Term
School. In addition, suggestions for individual student projects could bez sperience and his own part in it as the student could manage:
offered. Students would have freedom in the “interim” to “choose to] s motivations to do what he did and how they appeared after
work independently, or to work with other students, or to participate i ; he fact; how he felt about how he did the things he did; what, if
a [aculty-directed project, or indeed to engage in some activity that mig __?.ny:chmg, they meant as part of the process of his life; what -"[m
not be considered academic work.” Projects need not, in the judgmen choice and Ais vesponse to it added up to. The self-evaluation
. . \ ) g i would be writien.
of the 1966 Committee, be in one's special field; they might require travel

or living off-campus; they would receive no formal evaluation, require ::
no papers, reccive no grades. -
The “interim” would be designed to encourage individual work, but -3
it would include, as noted, planned projects by faculty members. Some &
students might not be ready for, or desire to, undertake independent
projects. Some faculty, on the other hand, might be glad to organiz_é:
short projects through which they could try things out and do some pre-
liminary experimentation in their own fields, both in content and metho
In general, Hampshire College follows the recommendation of the
1966 Educational Advisory Committee. There appear to be good rea'sou;
to do so. One is that it combines provision for students who may warity
structure and adult-directed programs, with provision for students w.
are ready to try their wings on independent study at the College or in i
air of other places. Another reason is that such freedom could let students
try new cxperiences in the arts, in reading, in other fields which the
boundaries of the Fall Term had not included. The Midwinter Term,
as Division 1 is now planned, could be a useful, freeing change of rhythm
in the College year. :
There are two features of the Midwinter Term at Hampshire whick
are not to be found in the 1966 recommendations. These are:

Fall and Spring Terms, approximately of the same duration as the :3
Midwinter Term suggested in 1958. But they were reluctant to call i
2 “Term” or to endow it with many of the attributes of a formal
organized academic enterprise. Instead, the 1966 group spoke of
“Interim” which would be “of flexible design . . . scheduled in a three i
or four week period between the fall and spring semesters.” 1%

Tt would be, in the case of a Division I student, the subject of
one post-Midwinter Term private tutorial. For Division II and I1I
students, it would be the subject of a private conference with their
academic advisers. The sel{-evaluation would not be kept by the
faculty or the College, but returned to the student. The only criti-
cism that faculty advisers would convey to students in post-Mid-
winter Term interviews would have to do with the adequacy of
the process of self-evaluation shown, not consciously judging the
substance of what was done. The exception to the rule would be
when a student, after going as far as he could in self-evaluation,
asked for guidance or advice, and even then the adviser would try
. . toturn essential questions back to the student, to get him to think
* ~for himself.

‘(2. While the 1966 Committee, and the 1958 one before it, regarded
-the Midwinter Term in different ways, they agreed in their largely
“academnic” emphasis. This is true, even though the 1966 group
included the possibility of an individual student’s tackling some-
thing outside the normally academic. Hampshire certainly accepts
the latter possibility, too, and would equally pass no moral judg-

- *All students in all Divisions would be expected to submit their plans for the
dwinter Term to their academic advisers by a fixed date in mid-Fall for consid-
tion and discussion.
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ment on the student who chose to spend the month surfing in Sl will be related more directly to the nature and scope of disciplines within
Hawaii, o éhc student who decided to work at Gimbel's and earn 38  the School fields. Such students would ordinarily then be in the final
e e i ety st o - B s f decding o dispine and 6l i which o corceit
all the College would ask is that he rigorously and honestly evalu- . Their reading would be aimed at helping them review T..he}r |.:lec1510n anf:i
ate himself in living out his choice. factors relevant to it, in terms of the nature of the discipline, what it
-really dealt with, what it really required. In the course of the Reading
Perjod, they would be likely to consult with field faculty advisers for
lirther information and counseling. Reaching a decision at this time,
Division IT students would propose in writing a program of concentrated
ystudy in their chosen discipline or interdisciplinary combination for the
atter half (usually thé second year of the sequence) of Division II. The
foposal would indicate, as well, the courses they wished to take outside
eir discipline, both in the major field and in other fields.
. For Division IT students completing the usual second year of that se-
ence, the Reading Period would be principally related to selections
it might be useful to them in standing for the School examination in
the discipline in which they had chosen to prepare themsclves. In addi-
}ibn, selected readings would be given them in connection with other
fields and the integrative process on which they would stand for exami-
nation.
:*rA Division III student would use the Reading Period, before which
sistudy or project must have been accepted in the School of his con-
ration, essentially as a time very early in which his advanced School
ination and advanced integrative examination would be taken, and
nnwh.lch he would prepare for graduation.
Other Divisions would present their examinations at the close of the
eiding Period. The character the Reading Period assumes will depend
¥ily on the view the faculty take of it. If their view is that the prin-
i pal service of teaching is to prepare for short-term quantltatwc reten-
fiYof subject matter for display at the moment of examination, the
. ) S ) eading Period could very well be a miserable cram session. If instead,
w1ll.schedule a two-week readmg period in which there will be no classe ' ampshire's academic program intends, teaching aims mainly to en-
serinars, or usual academic meetings. For Division I students, ‘a grasp of conceptual inquiry and its principles as applied by dis-
School will have prepared selected lists which will be useful to readEEEE: Jines and fields of study in order to reach higher levels of complex
work with, and ‘fﬁscu“ in preparation for the Division’s field and i erstanding, the Reading Period will rightly have a different flavor.
grative cxaminations. vill not be a tense, crowded time of massive factual ingestion to be
llowed by examination-as-regurgitation. It will be quite different: a

But the College [eels an obligation to-enlarge his field of choice
beyond the relatively narrow range of taking part in or conducting
an independent study, or reading, or leafing and seeing if Whitman
was right about that helping to “invite your soul,” or working for
money. The area of further choice the College will open up’ has
to do with concern and serving where there is human need that
strong young men and women could meet, going beyond themselves
to others.

Thus, copying with no embarrassment at all the quiet example of the
Quakers—and many others—the College will organize at least one
feasible work-service team project each Midwinter Term. The proj
could be as far away as a little town in a Southern state where hard labor. .
was needed to help rebuild a burned church, under the supervision of that.53
rare man, a skilled “mcchanic,” as good builders once were called. Or§ '
it could be as near as places of need in the Connecticut Valley. The 28
project could well involve physical hardship, hard physical work, and®
contact across forbiddingly difficult cultural barriers in our own lan
There should be some joy in it, the different discipline of making som
thing that people badly need, the discovery of further reaches of onese.lf
in giving where the giving is not easy. :

In many other ways, the College may enlarge the range of cho
students may have in the Midwinter Term.

h. The Reading Period
At the end of the twelve-week regular Spring Term, the Co

For students finishing the first year of Division 11, reading selecti
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time for very selective reading and a good deal of contemplation and talk
with one's colleagues about the essential things to know if one is to be
on-going knower, not a temporary receptacle of encyclopedic information:

ir constituent disciplines. The second year of the Division II sequence

d principally be concerned with giving the student intensive training
he elements of conceptual inquiry and actual experience in his chosen
cipliné or special disciplinary program. He would be expected as well
ork to some extent in related disciplines of his field and to elect
urses in other fields, as possible.

No attempt is made here to present illustrative models of possible
“courses 2 student might take in Division II work. A major responsibility
7of each School faculty will be to develop appropriate and feasible cur-
culum offerings at the intermediate level in its own disciplines and feld.

a School faculty does so it will be expected (a) to concentrate on
urriculum which will emphasize increasing the student’s capability in
glf-education, (b) to aim at achieving high quality with the minimum
gssible cost in {aculty time and facility requirements, and (c) to avoid
iihat Professor Marston Bates once aptly called “the discipline trap,” in
fiis case meaning the assiduous avoidance of course proliferation. T he
nt of the College’s emphasis on disciplines-in-fields Is to teach the es-
[ tools for conlinued, compelent, and creative conceplual inquiry
xpression, not to develop multiple specializations in narrow subject
gr ﬂ'ﬁeids.)) '
he categories or principal modes of courses for Division II have
i suggested in the detailed provisional description of Division I. There
d be three principal categories, whose nomenclature is only generally
ptive. What these categories would mean in application would de-
on each School; the actual form and pedagogical design they would
al:u_: would be quite different, it is likely, in the School of Natural Sci-
és and in the School of Humanities and Arts.

One basic category would be the Division'II Seminar, meaning usu-
ally a group of from ten to fifteen students meeting once or more a week.
second category would be the Division 11 Lecture-Student Seminar,
ich could take a number of forms, would utilize large (often sixty or
ore) and small group sessions. These commonly would invalve in-
c;éased training and use of students as discussion leaders and teacher

licagues, and the use of abler advanced students, graduate students and
fothers as paid assistants. The third category of instruction would be

iwision 1I Independent Study under the supervision of regular or ad-
Sjunct faculty. Again, this is a variable category in terms of what its ac-

2. THe ProcraM oF StupieEs 1N Dvision II

The Division of Disciplinary Studies, as noted earlier, will ordinaril
constitute a two-year sequence. In it, a student will further explore the
disciplines of the four School fields. Part of his self-education, as the |
1958 Plan suggested, will be designing his own program ol concentra-
tion. Well before the Reading Period at the end of the first year of ":
Division II, perhaps by March 15, a student would have drafted a pre-
liminary essay outlining his proposal for a discipline and field concentra-
tion for himself. He would have submitted this preliminary draft to the
Dean of the School of his choice, wha would consider it and the student’s
level of preparation with the assistance of advising faculty in the School
and possibly in other Schools of the College. In conference and writing,.
the student would receive a response to his proposal, perhaps giving it
preliminary approval, perhaps suggesting changes or deferral of decision,.
E; 3uggesting that he consider a concentration in another discipline or,

In the event of preliminary approval with or without suggestions for,
modification, the student would have time in the Reading Period to ré:,
examine his decision. If he then believed he had made a final decisi
he would, as noted, submit his proposal in final form. In the event 1:| :
recommended deferral of decision at the point of his preliminary drafty
he might wait until the next year of the Division II sequence to mak
further proposal of program in the same or another discipline of the)
same field. Or, depending on his interest and his assessment of himself
he might at the time of the Reading Period make a preliminary progral:h
proposal in a different field and discipline. Every effort possible woul
be made by faculty and staff to enable his decision to be his own, reached

thoughtfully, and yet with the benefit of personal consideration and ex
perienced advice. ' '

In- the main, the first of the two usual years of Division 1T would b":‘
accupied with a balance of elections among the four Schools, intended
to enable the student to see School fields more accurately in terms of 3
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tual form and substance would be in different Schools. It is clear, ho
ever, that transition into its greater use is vital to the mission of the Collega
and the welfare of its students, and that the transition must be well{
planned and overseen responsibly by faculty for it to be productive.
Norms are entirely hypothetical in advance of operation and withouts®
allowing for the variation of function and operation among the Schoolsi
But it can be supposed that a student in the first year of Division 1J8
would be likely, in his six courses, to spend one-sixth of his academic o
in Independent Study, one-halfl of his time in Lecture-Student Semina
and one-third of his time in Division IT Seminars. In the second year.
Division II, these proportions might shift toward a student’s spen , ; 7
one-third of his time in Independent Study, one-half in Lecture-Studént o p)
1

7 semester courses in Natural Sciences

2 general elective courses in or out of the field

1 semester elective course in Humanities and Arts
semester elective course in Slocial Sciences
sernester elective course in Language

[

semester- courses in Social Sciences

general elective courses in or out of the field
serrester course in the Science as Inquiry
Program, Sequence B

sgmester elective course in Language

semester elective course in Humanities and
. the Arts

steadily toward greater individual responsibility in reading, research,
study.

To this end, it should be emphasized again that the “norms” tou
upon above are conjectural, that variations would occur, and that in
ne courses are literally required, An especially able student might moyelR
immediately through this whole divisional sequence or paris of it by'esd ghguage Studies
amination, rather lhan by course work. Others perhaps would m
upon approval of faculty and after thorough consideration, into a ¢oR
siderably higher proporiion of Independent Study than the “norms” sug
gest. Some able students might go into completely Independent Study
for the latter half of Division IT and all of Division III. -

Ordinarily, however, something like the conjectured norms would
the case. The usual pattern (using Independent Study, Lecture-Studentl
Seminars, and Division II Seminars as operationally developed by tht
several Schools and their faculties) might be something like the followi
for students in each of the Schools during the Division IT sequence:

—

The equivalent of:

T

semester courses in Language Studies
2 general elective courses in or out of the field

semester course in the Science as Inquiry
Program, Sequence B
semester elective course in Secial Sciences

—

—_—

semester elective course in Humanities and
the Arts

3. THE ProcraMm ofF STupies N Drvision IIT

Humanilies and the Arts “Division of Advanced Studies, as discussion earlier indicated,

t commonly require the fourth academic year for completion. It
a-year in which for at least one-hall of his academic time and
‘good deal more, a student will develop an intensive single study
t related to one aspect of a subject in the discipline or set of
in which he is concentrating his work. The idea and funda-
Han for his study or project will have to have been drawn up,

The equivalent of:

sernester courses in Humanities and Arts
general elective courses in or out of the field .}
semester elective course in Natural Sciences
semester clective course in Social Sciences

el e\ Y |

semester elective course in Language
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pst mature command of his field that a student can offer, in the judg-
‘ment of the faculty. Mention was made earlier of the importance of the
"advanced one-term integrative seminar in Division III, and of the possi-
bility of elective studies as well. o

Hopefully, the Hampshire student who completes his work in Divi-
gion IIT will not have come full circle to the point where he began in the
College. That would mean a long trip around with no upward, lasting
‘fise. Rather, the College hopes that he will have kept with him news of
“Hampshire’s belief that individual man’s honorable choice is not between
‘jmmolation in a senseless society or withdrawal into the autarchic self. It
/frusts that his studies and experience in the College will confirm for him
-_tHé choice that only education allows: detachment and skill enough io
now, engagement enough to feel, and concern enough lo act, with self
ind society in productive interplay, separate and logether.

5
submitted to his School, and approved before he completes work in Dx
sion II. In many cases, the planning of a study or project for later .I T
suit in Division ITI will be the subject of Independent Study by the student}
during the latter part of his Division II sequence. g

It was said in the initial description of the divisional sequence of the:
College that the form of Division I special studies and projects will bel
a function of the nature of the student’s discipline and field. “Disciplin
at Hampshire generally refer to inquiry in the sense of the earlier abstra
definition used in this paper. But they are also taken to include the di
ciplines of expression in that significant part of the Humanities Schot
which is concerned with the creative arts. <

This usage may be somewhat less than familiar and comfortable f
the symbol-and-analysis oriented scholar. But Hampshire regards discig
pline of expression as a singularly important concept, difficult or
sible as it may be to define in rationalistic, entirely objective, or univers Al
terms. It is as much as anything a sense of virtue in order; or, as a
in the first chapter said, to learn “that it is not the business of art to 56}
chaos to express chacs.”” There is an evident and admitted bias in this
view of things, which Hampshire is happy to defend. The defense rests i
nat at all on any view that expression in the college experience should be}
professionalized or shackled to vocationally acceptable standards,
indeed might be too low! Hampshire’s position is that creative expressio
is most free when it is informed——as indeed good inquiry always m
be—by insight into method, its limits, its capacity for reconceptualiza
tion, and the sense of order it can lend perceived reality. ’

In this meaning, inquiry and expression are not inevitably two dis
parate worlds, two dandy parallel lines in liberal education that go for:
ward to infinity without intersection. Both are ways similar at least ing
their intention to arrive at statements about life and the universe thats
have meaning, even though their apparent dress for travel are as unlik
as farthingale and mini-skirt,

Ak
i

In any event, Division III students, depending on their School, ma
present a thesis, a paper reporting an original experiment or a usefull§
replication study, a play, a solution to a problem of design, a book o
sonnets, or any number of things as evidence of advanced study in th
discipline. The crucial requirement is that it must represent the fulle



