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ABSTRACT
A CONNECTED CLASSROOM IN AN ADULT

B.A. DEGREE-COMPLETION PROGRAM - PERCEIVED EFFECTS ON
THREE WOMEN'S DEVELOPMENT

By

Barbara F. Cherem

This research focused on how three women negotiated a
high relationship-oriented classroom, a "connected
classroom," and what type changes occurred in them over
their year-long degree-completion program. Through
observation, interviews and document analysis, certain
patterns emerged related to these adult students. The
researcher became a participant observer for the last seven
months of the Management program. This case study examines
a connected classroom most particularly as it affected three
women students.

Central to the research was Belenky, Clincy, Goldberger
and Tarule's research findings in Women's Ways of Knowing
(1986) . In reflecting on Perry's study of male college
students in the 1950s, Belenky et al. state differences in
women students from Perry's males.

For women, confirmation and community are
prerequisites rather than consequences of
development (Belenky et al., 1986, p.
194).

One of the findings was that the distinctive
contribution which this connected classroom provided was as
much due to its value-driven curriculum, as to its

connected cohort group format. The values-driven curriculum



of a Christian, liberal arts college was the kind of setting
to explore areas of communicative learning -- "values,
ideals, moral issues, social, political, philosophical,
psychological, or educational concepts, feelings and
reasons" (Mezirow, 1991, p. 75). The discussions
facilitated transformational learning in certain students
such as Jan and Guy who had a "public voice" and verbally
participated in group discussions.

Women students were more often "at-risk" from
graduating in this classroom. Women students typically
entered with the minimum amount of credits. Students who
were more role restrained and time-bound than others (had
low power-to-load ratios), no matter their grade point
average or academic competencies, were less likely to
fulfill the 124 graduation credit requirements. Less
academically talented students who were single-minded, such
as Lynn, met graduation requirements more easily than an
academically talented student such as Jan who maintained a
balance of commitments. This extra burden may have been
instrumental in the lack of evidence that women benefited
greatly form this connected classroom and for the reality of
less attachment than their male counterparts. They may have
been too stressed to make maximum benefit of growth
opportunities. I concluded that many women students were
typically challenged prior to adding the student role and,
for this reason, the cohort's support became more critical
to their program completion and graduation.

Implications of this research reach beyond the specific



college of this study to adult development and adult
learning. Support mechanisms such as the existence of a
long-term cohort become powerful resources for adults,
especially for women's retention, graduation, and ability to

make enduring changes in areas important to adults.
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CHAPTER 1 -DESCRIPTION OF THE PROBLEM

Chapter 1 of this dissertation contains a statement of purpose, the
research setting, history and background of the research problem, and
the importance of the research project. A definition of terms
completes Chapter 1.

Statement of Purpose

Non-traditional aged adults are increasingly entering higher education,
particularly female learners who wish to receive an undergraduate
degree. Though Malcolm Knowles (1980) has contributed much to the
practice of adult education and popularized the concept of andragogy,
there is still a vital need for research which addresses the question:
"How do classroom practices and structures facilitate adults'
development?” This research project is focused on women's
development and grows out of researchers' suggestions that a
"connected classroom" may be especially healthy for facilitating
women's development. Of special significance then is how adult women
students negotiate a "connected classroom”.

The "connected classroom” is one in which there is a set of
relationships intentionally built between learners themselves, between
the learners and the instructor, and between ideas and students' lives.
It is similar in its mutuality and reciprocity to Knowles' concept of
andragogy which is a student-centered classroom particularly
appropriate for adult learners. This type of facilitative classroom
flows out of the concepts of andragogy. Though the facilitative

classroom and the connected classroom are not identical, both do



2
attend to classroom climate and processes; they are both classrooms

which are not exclusively content-focused. They both rely heavily on
the students as co-experts in the classroom and relationships are
intentionally built. The use of the term "connected classroom” is used
in this study because such a classroom is derived from the research on
women's ways of knowing (Belenky et al.,1986). This project is
particularly focused on women's development as it is influenced by

participation in such an educational setting.

The term "connected" classroom comes out of the research by Belenky,
Clinchy, Goldberger and Tarule (1986) who found that such a classroom
can be crucial to women's learning and development. In Women's Ways
of Knowing ( Belenky et al., I986), the authors discuss the importance

of relationships to women's learning . Women's Ways of Knowing
references William Perry's research on learning and change with

college undergraduates in the 1950s. Perry discovered some important
levels of change in his longitudinal interviews, chiefly with white

males from elite institutions like Harvard. Basically, Perry's early

work affirmed that students earn the privilege of having their ideas
respected (1970). Quoting Perry in Women's Ways of Knowing, Belenky
et al. (1986) make a significant distinction of what makes a classroom
change-stimulating and for whom. These distinctions seem largely
based on gender.

"Having proved beyond a reasonable doubt that he has learned to think in
complex, contextual ways, the young man is admitted to the fraternity

of powerful knowers" (Perry as cited in Belenky et al., 1986, p.33). He
becomes one of "them". Belenky et al. (1986) claim that this way of
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knowing may well describe men's experience but it does not capture

women's.

Belenky et al.'s research with 135 women discovered general patterns
that stressed differing ways of knowing. Their longitudinal

interviews included many races, classes, ethnicities and "unschooled”
as well as college-educated women. They claim "For women,
confirmation and community are prerequisites rather than
consequences of development” (Belenky et al.,1986, p. 194). Clearly,
both the "connected" classroom and Knowles' facilitative "andragogical”
classroom offer something special to adult women; both stress
relationships. The connected classroom of this study is one example of
such a connected classroom. It is a classroom designed with Knowles'
andragogical principles in mind. In other words, learners are engaged as

active co-experts and relationships are stressed.

More than just personal relationships between students and with
instructors are intentionally fostered. Relationships are also
intentionally fostered between students' ideas. Students connect to
one another's ideas and connect ideas to their lives. That is, students
make connections and draw relationships between ideas as they might
apply to their lives. Both the curriculum and the instructors stimulate
such relational linkages, such relationships being explicitly articulated

in the structured written curriculum.

The unit of analysis in this study will be three women selected from a
Spring Arbor College's Management of Human Resources (MHR) class

cohort group. The purpose of this study is to further illuminate
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whether, and in what ways, the assertion suggested by Belenky et al.

(1986) is true that the connected classroom would well serve women
students.

If Belenky and others are correct in the importance of confirmation and
community to women's development, then should such a program as the
MHR program give us examples of women-at-exit who clearly have
experienced significant change? Subsidiary questions relate to how

this connected classroom functioned and facilitated change, how
change occured, and what kinds of changes occurred in the three women
students. More specifically are questions relating to how the women
students will describe the impact of the program on themselves. What
meaning will they have made out of this cohort group experience and
the attendent relationships, feedback and support? Will their initial
motive for entering have changed by exit? How will some of the
program's distinctive reflective processes have affected them?

The Setting

Spring Arbor College is a four-year Christian liberal arts college

located in southcentral Michigan. It is accredited through the North
Central Accrediting Agency. In 1982, Spring Arbor College (SAC) began
serving adults in a year-long B.A. degree-completion program. This
program entitied the Management of Human Resources (MHR) has served
over 2000 adults since 1982. It has grown from one center in Jackson
to four other cities in southcentral and southeastern Michigan (Lansing,
Grand Rapids, Detroit, and Flint).

Spring Arbor College's Management of Human Resources program has
students studying together over a year's time in cohort groups. They



5
attend one night a week, typically from 6-10 p.m. Time studies show

approximately 20-25 hours are spent weekly on program work between
class meetings (Cherem,1987). That is, students typically spend that
amount of time on program work outside of class.

Students must have 62 transferable semester credits from accredited
institutions to enter the year-long program. Since students will earn
32 credits in their year's coursework, they are potentially short a
maximum of 30 credits to be eligible for graduation (124 semester
credits). The potentially deficient year of credits (30 credits) may be
earned through a portfolio process. This portfolio has two sections
which may generate credit: a professional-technical section
(licensures, C.E.U.s, etc.) and life-learning experience papers (papers
written according to an experiential learning model which are
submitted to faculty in appropriate disciplines who decide on
equivalency of learning to their course in the discipline).

In this manner, students are able to complete their degree during one
year. They attend class one night weekly, study from 20-25 hrs.
weekly between sessions, do a project thesis at their work sites, and
prepare a portfolio. The retention rate in the curriculum year of study
is 86%, while the overall graduation rate is 58%.

The program is intentionally designed to build relationships between
students and utilizes them as co-experts. Those in the groups often
bond with one another in a way that causes them to want to see one
another even after their study is completed. Most groups have
occasional class reunions, a phenomenon not common among busy adult

learners who have studied in other settings.
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In a recently completed study on student perception of the Management

of Human Resources' (MHR) impact, over 100 MHR students in 9 groups
described their growth in varied areas at both midpoint and exit
(Cherem,1990). They describe interpersonal areas as those in which
they experience the greatest growth for themselves from their entry to
their exit. These include growth in personal relationships, perception

of self and of others. In alumni surveys, MHR alums select personal
friendships as the "one thing that stands out most about their
experience at SAC" (Cherem,1990). In nine questions on the1990
alumni survey, alums select interpersonal areas as areas of significant

impact.

This study was conducted at one of the college's five regional
centers,the Jackson Center. The group which | will name "Jackson "04"
began meeting 25 weeks prior to my joining the class as a participant
observer in August 1990. The group ended in March 1991, so that
participant observation extended over 7 months, one evening per week.
The group was facilitated by an experienced major professor, who has
taught in the Management of Human Resources (MHR) program since the
program's inception in 1982.

Major professors are those instructors that take major responsibility

for the instruction of a group. They teach approximately 60% of the
curriculum over the group's year of study. The criteria which | felt
important in the selection of a group included that it was a cohesive
group, had an experienced instructor, and was of typical size.

Staff in the program deliberately set aside time to assist a group in
"bonding”, that is becoming familiar with one another, and hopefully,
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building a sense of group. This "bonding" is done through a variety of

activities which include socializing, self-disclosure and some group
goal-setting. This group was perceived by staff as having "bonded".
That is, they did things together outside of class time, and functioned
with familiarity and feelings for one another. They helped one another
and were described by two staff as a "close" group, a cohesive group.
This group fulfilled all but one of the three criteria. It had fewer
members than is typical, since 15 students is average in MHR groups
and this group had only 12 members.

When | joined the group, they were studying Effective Interpersonal
Communication with an adjunct instructor who was also their academic
coordinator. He taught the first and fifth (final) week. This proved to

be a timely module in which to join the group in that | immediately met
and interacted with each member. The major professor returned the
second week to complete the middle three weeks of this five week
module. The group's membership changed after Effective Interpersonal
Communication due to the fact that semester break followed that

module.

Since all students are evaluated at this mid-point break, 25 weeks into
the program, one student who had fallen behind, was asked to take a
"time-out” until work was caught up. He could rejoin a later group once
requirements from the first half of the program were completed.
Therefore the group lost a member. After the two week break,
Statistics began with another adjunct professor as well as two new
students who had missed the Statistics module from an earlier group.

One of these two students had "dropped back" from an earlier group and
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would become a permanent member of this group. The other had merely

missed the Statistics module with his own group, so he was attending
his own group while also making up the Statistics module. Thus the
group's membership shifted around the time of my entry. The group
settled at 12 members including me, a participant observer. The
students also knew that | was an employee of Spring Arbor College. |
will discuss my relationship more thoroughly in Chapter 3. | was

readily accepted as a part of the group.

The classroom is on the second floor of the Jackson Library's
Audio-Visual Building on Michigan Avenue and Blackstone. The
conference-style classroom has 7 foot rectangular tables arranged in a
U-shape. The open end of the U acts as the front, with overhead and
white marker boards situated there. There is also a small circular

table at this end of the room. The major professor for this group rarely
sat at the circular table, preferring to sit at the ends of the long

student tables, although adjuncts and guest speakers always chose the
circular table which seemed to signify a separate position, one of clear
authority.

There is a break-room where snacks and soft drinks are available.
Bathrooms are available nearby. The reception area is at the top of the
stairway with this room straight ahead beyond the reception area. A
second classroom is adjacent to the right of this classroom, while a
third classroom is at a right angle to it. There was always at least one
other class going on while our class met, and sometimes all three

classrooms were filled. Though breaks never occurred together, they
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sometimes overlapped. Groups did not intermingle very freely.

Our class took one break of about 1/2 hour around 8:00, though this
varied with instructors. The students had elected two class
representatives, and one of these class representatives facilitated the
listing of teams to bring in dishes weekly. Two class members teamed
up to prepare class break meals on a rotating basis; the complete class
list of teams was cycled through before the cycle repeated itself. |

was immediately added to this meals list, which also listed class

members' birthdays, addresses and work and home phone numbers.

The last seven months of the year-long Management of Human
Resources program was selected for two reasons.

1. The focus of this study was not on how a connected classroom was
forged. The assumption was that the MHR group within which three
women were studying had forged "connectedness” by the time this
study began. How the women negotiated the program and perceptions
of their changes were best studied when students have been in such a
setting for a period of time.

2. Though there are reflective processes and insight instruments in the
early months of MHR, the culminating event is the Philosophy of Life
presentation. This paper and presentation ends the last module (unit of
study) entitled "Values: Personal and Social". Students are asked to
draw on earlier work in modules on management, human resources
development, adult development, systems and biblical perspectives.
Since these final two nights of meeting have both the "Philosophy of

Life" presentations and the results of their year-long project thesis
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work, these final weeks are meaningful ones for MHR groups. A study

of changes in women and their perception of the program's meaning to
them needed include these potent final weeks.

In summary, SAC offers the MHR program, and MHR has a class in the
Jackson center. The particular group in which | did this study has 12
members, 7 women and 5 men. | named them "Jackson 04". Within this
Jackson-based group there were 3 women with whom | worked (observe
and interview) over a period of 7 months. This is the context within

which this study was conducted.

History and Background of the Problem
In Beer and Darkenwald' s 1989 study on gender differences in adult

student perceptions of college classroom social environments, they

state that there is very little research on adult classroom

environments. They continue that the nature of the classroom social
climate affects not only the learning outcomes but also the persistence
of adults in educative activities. "A climate that is not appropriate for
adults will not facilitate learning or lead to satisfaction with the

learning experience " (Beer & Darkenwald, 1989, p. 33). Their empirical
research on differing perceptions of an adult classroom based on gender
was a unique contribution to a scarce body of adult education research

on such issues.

Although such empirical research is important, it suggests further
research of a different kind. A significant amount of study has been

devoted to the phenomenon of the reentry woman who returns to college
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to complete her interrupted education. These studies suggest that

differences exist between male and female norms, values,
exmdancies, and resulting needs (Bardwick, 1971; Belenky, et al.,1986;
Deauz, 1985; Gilligan, 1982; Goldberg, 1982; Lott,1985; Mezirow, 1978,
cited in Beer and Darkenwald, 1989, p. 35). Research on gender
differences has investigated the societal influences that result in
differing developmental patterns for men and women and the
distinctive life experiences that produce different perspectives on
interpersonal relationships and values.

Numerous studies have indicated that certain attributes are more
characteristic of women than men. Women demonstrate a greater
interest in personal relationships and intimacy, are more affiliative,
and manifest a greater need for friendship, cooperation, and
helpfulness (Bardwick, 1971; Belenky et al., 1986; Friedman, 1980;
Gilligan, 1982; Knapp, 198l; Lipman-Bluman & Leavitt, 1976; Lott, 1985;
Spenner & Featherman, 1978; Williams, 1977; Worrell, 1980, cited in
Beer and Darkenwald, p.35).

The study of women's development is in the early stages of theory-
building. While little agreement has been reached with respect to
gender differences, the investigations of Gilligan (1982) and Belenky et
al. (1986) have broadened the conceptualization of cognitive-moral
development. These two research works in particular begin to suggest
there are two equally valid ways of acquiring knowledge, a "separate"
way of knowing and a "connected” way. Their findings indicate that
women describe their most meaningful learmning as that learned through

connections, involvement and caring.
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to complete her interrupted education. These studies suggest that

differences exist between male and female norms, values,
expedancies, and resulting needs (Bardwick, 1971; Belenky, et al.,|986;
Deauz, 1985; Gilligan, 1982; Goldberg, 1982; Lott,1985; Mezirow, 1978,
cited in Beer and Darkenwald, 1989, p. 35). Research on gender
differences has investigated the societal influences that result in
differing developmental patterns for men and women and the
distinctive life experiences that produce different perspectives on
interpersonal relationships and values.

Numerous studies have indicated that certain attributes are more
characteristic of women than men. Women demonstrate a greater
interest in personal relationships and intimacy, are more affiliative,
and manifest a greater need for friendship, cooperation, and
helpfulness (Bardwick, 197I; Belenky et al., 1986; Friedman, 1980;
Gilligan, 1982; Knapp, 198I; Lipman-Bluman & Leavitt, 1976; Lott, 1985;
Spenner & Featherman, 1978; Williams, 1977; Worrell, 1980, cited in
Beer and Darkenwald, p.35).

The study of women's development is in the early stages of theory-
building. While little agreement has been reached with respect to
gender differences, the investigations of Gilligan (1982) and Belenky et
al. (1986) have broadened the conceptualization of cognitive-moral
development. These two research works in particular begin to suggest
there are two equally valid ways of acquiring knowledge, a "separate”
way of knowing and a "connected" way. Their findings indicate that
women describe their most meaningful learning as that learned through

connections, involvement and caring.
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In a Wellesley College Work-in-Progress document, Miller cites

the growing body of research that suggests that "an inner sense of
connection to others is a central organizing feature of women's
development” (Miller, 1988, p. 3).

This sense of connection to others may assist students in the
classroom. Some educational administrators believe that cohort groups
studying together can impact all students’ retention, due to such
support offering a connection to others.

Richard Potter, a Central Michigan University (C.M.U.) administrator in
adult programs, believes that cohort groups have benefits for students.
C.M.U. has one of the largest off-campus programs in the United States.
Potter claims their use of cohort groups helps their adult student
retention. The close relationships act as a support to students often
stretching to complete their B.A. Such support is particularly critical

to students who are also full-time workers and parents (parents to
either their children or to their own parents). From Potter's

perspective, the use of cohort groups helps retention ( Potter,1988).
Even with retention studies of traditionally-aged, on-campus students,
the literature suggests a sense of community and student feelings of
*fit" to that community as critical to students staying (Tinto,I987;

Moors and Klas,|989).

In one respect the background of the problem in this study is relatively
short. Certainly the research separating women's developmental cycles
from men's is rather recent. It was in the 1980's that research studies
began to emerge which separated human development by gender.

Ethnicity and class distinctives in human development are even newer
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in adult development research. There is little written in English on

non-Western people's development. The recent research on American
women contains patterns indicating that relationships are important to
women,; they are important in their learning as well. The literature

review in Chapter 2 will amplify this point.

importance

Josselson's 1990 book on women's identity development stresses the

importance of caring relationships to women.

It is difficult to describe the importance or

role of working in women's lives. In studies of
men(Vaillant,I977;Levinson,|978), the vicissitudes
of career dominate the psychological world. Rela-
tionships are clearly present, but sound a subtheme
of harmony, perhaps a steady counterpoint, clearly
in the background. For women, the opposite is true.
As they recount their history, group their lives into
“chapters” or stages, their relational history provides
the central thread and lines of demarcation. Their
careers are there but largely in the background, at
least through their early thirties (p.184).

As this quote indicates and the next chapter will establish,

relationships are important to women. How important then is a
relational classroom setting, one which builds relationships to ideas
and between learners? It is important to examine how a non-traditional
classroom affects certain learners. Are there more or different kinds of
changes in such a classroom for women than for men? What
implications might such a classroom have for teaching-learning
relationships generally?

Additionally, there is a body of research that claims men and women
switch at mid-life in their major motivation. Women become less

nurturing and more achievement-oriented, while men become less
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achievement-oriented and more nurturing (Krupp,1982). The last line of

the quote from Josselson suggests that though relationships of care
may be pervasive for women early-on in their lives, these may not hold
as strongly for women at or after mid-life. Therefore, will the two
women who are past 30 years not value the high relationship nature of

this connected classroom?

How are three women impacted by a connected classroom program?
What meaning and outcomes ensue? Those who work with adults in
educational settings need research that answers some of these

questions as they relate adult development in women as learners.
Definitions

academic coordinator - a faculty/administrative person who
coordinates students' project theses and acts as a division chair in
relationship to their teaching faculty. Acts as a liason to campus on
student problems or concerns.

change - refers to any movement that occurs over time,as
distinguished from "development” which presumes a positive direction
to the movement.

co-experts - adult students are sometimes used as "experts"” like the
designated teacher. As experienced adults, the teacher uses their
expertise in the class along with his/her own expertise .

cohort - a group of students who begin a program and move through
?lﬁerent ;mlts of study (modules) together over an extended time period
i.e. year).

connected classroom - a classroom in which confirmation
(affirmation) and community are valued. A connection between content
and the learners is intentionally sought; there is an emphasis on
relationships, both personal relationships as well as the manner in
which ideas relate to the learner. This connected classroom differs
from a more traditional higher education classroom which is more
content and task specific with lecture as the main mode of instruction.

Management of Human Resources (MHR) - the adult
de%r_ee-completion program at Spring Arbor College which is the focus
of this study. It is a management degree with heavy emphasis in the
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liberal arts.

module - a four to six week unit of study in which students meet in a

four hour block of time. The MHR program has 10 modules of study over
52 weeks.

Summary

This dissertation research was a qualitative study which focused on
three women's perceived changes while experiencing a connected
classroom. A Spring Arbor College's Management of Human Resources'
(MHR) group was the setting, with a Jackson group of 12 members
becoming the focus. What effects the connected classroom had on the
three women students will be the focus of this dissertation. This will

be from the women's perspectives, as well as that of other students in
the class, instructors, MHR administrators, a long-term friend not in

the class, and the author who acted as a participant observer for the
final seven months of the year-long program. How the women affected
the class and negotiated the program were also observed. A description
of what one connected classroom looks and feels like will also be a part
of the contribution to adult education.

Observations, interviews and document analysis were the data
collection methods. Emerging patterns were identified throughout the
research process.

Limitations of the study will be discussed in Chapter 3-Methodology.

It is hoped that this research contributes something significant to the
body of knowledge on women's ways of knowing and the effects of
classroom practices on such learners. The teaching and learning
connection in classrooms serving adults should be strengthened and

some greater illumination offered as an outcome of this research.



CHAPTER 2 - REVIEW OF THE LITERATURE

The review of literature is organized under two major headings. This
research study emerges out of an absence of research on college study
and student change, particularly as student change in college relates to
gender. This study integrates across these areas. This chapter will
review these areas in an effort to set the research background against
which this study is conducted. These areas and subdivisions are:

A. College study and student change. How do students
interact with and help create their college experience?
Schema for understanding student change.

) Perry's Schema for Studying Intellectual and Ethical
Development in Students.

2) Loevinger's Ego-Identity Stages in Adults.

3) Factors in the College Environment which Seem to
Influence Student Attitude and Values.

4) Ethical Decision-making and Student Change.

5) College Study and Adult Student Change.
a. SAC's Management of Human Resources Study and
Adult Student Change.
b. Adults' Receptivity and Likelihood of Change in
Coliege.

6) Emotional Support - Adult College Students' Special
Need Enablinpngevelopment .eg pec

B. Gender and College Study
I) Gender Differences.

2) Repercussions of Gender Differences on College
Classrooms.

3) The "connected" classroom and its suitability to the
adult female student's development.
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Section 1: College Study and Student Change
In a study of the collegiate experience on the growth of students,
Boivan (1989) states that "little is known about the collegiate
experience on the growth of students” but that "the consensus of
findings suggest that the essence of the college experience is change”
(p.1). Boivan quotes Feldman and Newcomb (1970) in their call “for
increased research about college students to ascertain and judge the
effects of the collegiate experience and noted the imperativeness of
determining how institutions influence the course of a person's
development” (p.1). This section explores research on college study
and student change, by moving from a general investigation of
research related to student change and college study and then

focusing more particularly on the adult college student and change.

This section begins overviewing two of the most reputed models for
student development in the educational literature: Perry's Research
on Intellectual and Ethical Development and Loevinger's Stages of Ego
Development. The section ends with research specifically focused on
factors in the college milieu which seem to influence student

changes.

Since William Perry was one of the first widely-known researchers to

systematically explore college students' development, this section

begins with his research and his consequent schema for student'
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development.

William Perry and his associates studied the intellectual and ethical
development of Harvard and Radcliffe college students (Perry, 1968).
For educators, the work has the advantage of having been created as
part of research on how students experience the educational process.
Perry interviewed college students from the classes of 1958,1962,
and 1963 at the end of each of their 4 academic years. Out of 140
participants, there were 112 males and 28 females; 84 finished the
4-year sequences. The interviews used an open format, beginning
with:"Why don't you start with whatever stands out for you about the
year?" The interviews were intended"to obtain from the students

their own reports of their college experience, in their own terms "

( Lasher, Moore and Simpson,1980, p.21).

Though the students were chiefly white males and all students were
from prestigious universities, Perry's research is still widely cited
since the 20 years when it was conducted . It has become important
work as student development specialists often look at students
through the lens of the Perry model.

Perry found that even in the relatively homogeneous setting of
Harvard and Radcliffe Colleges, individuals varied widely in
development and that these differences were associated with how
they experienced educational situations. Perry found nine differing
positions of intellectual and ethical development. He formulated a
stage- developmental scheme on which a narrative follows. Table 5
is a schema of Perry versus Belenky et al.'s ways of knowing.

In Perry's earlier stages of development (pre-relativistic positions
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1-3), students expected educators to know answers to fundamental
problems; educators had authority . These students had difficulty
handling ambiguity. For them, clear and authoritative answers exist
somewhere.

Students at the middle developmental levels (relativistic positions 4
and 5) tended not to believe in the existence of authoritatively
correct answers except to rather limited and technical questions.
Discussion was interesting to them, but no answers were possible ,

thus much apathy, despair and meaningless occurred for them.

Students at the higher developmental levels (post-relativistic
positions 6-9) discovered that personal commitment is necessary
and possible without possessing clear answers to fundamental
questions. Further, these students discovered that personal
commitment actually produces meaningful and effective answers to

many questions. For these students,

college education took on a new meaning; it was
viewed as a way to develop and test one's evolving
commitments. Thus, their participation became
ualitatively different as it became organized by
their senses of individual purpose ( Lasher, Moore and
Simpson, 1980, p.22).
Perry's work is important for many reasons, not the least of which is
that he first documented that students do not experience the same
classroom and/or instructor similarly. His work helps us see how
traditionally-aged male students make sense of themselves within a

campus educational context.

Another researcher, Jane Loevinger, provides even more current
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research (1976) reflecting some similar findings to Perry's, but also
with its own distinctive insights to male and female adults as college
students.

Loevinger's Eqo-Identity Si in Adul

Loevinger and her associates have developed a procedure to
systematically describe the ways that persons make sense of
themselves and their relationships with others. They have identified
ten different stages of such sense-making. When arranged in the
appropriate order, the stages display an apparently systematic
progression from patterns that are simple and rigid to forms of
sense-making that are more flexible, highly differentiated, and
organized. Further, these ten levels appear to constitute a
developmental sequence. These levels are called "ego” stages and
describe a person's central ways of making sense of his/her world.
The overall mental process through which a person creates and
maintains a frame of reference for understanding events and for
acting in the world is Loevinger's definition of "ego”.

Loevinger's theory can be tested because she has a direct measure of
ego development (Loevinger and Wessler,1970), the validity of which
is supported by a variety of accumulating evidence such as Hauser's
work (cited in Lasher et al.,1980).

The ten measurable levels have been placed as a series of seven
major stages and three transition stages, each of which reflects a
discrete and relatively stable pattern of interpersonal and

intrapersonal functioning ( See Table 1).
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Table 1
Loevinger’s Ego Stages

* Self-Protective/Conformist (Delta/3). This is a transition state between the self-protective stage
and the conformist stage. Its characteristics have not been well differentiated at the clinical
level, but it appears as a distinct clustering of responses on the sentence completion test.

* Conformist (I-3). Persons at this level seek to conform to the wishes of others, seek acceptance
from others, and orient their own behavior primarily in terms of others’ expectations. At this
level, a new relation to oneself emerges. One’s desires are inhibited in order to conform to
others’ expectations. Nonconforming desires are often sources of feelings of shame and are
usually kept secret and actively suppressed or repressed.

* Self-Aware (1-3/4). This is currently regarded as a transition state, but it is so widespread and
so stable that it may in the future be reclassified as a full developmental stage. This state is
marked by a desire for others’ approval for one’s own independent actions. One deeply needs
approval and respect from others; at the same time, there emerges a new awareness of oneself
as a unique individual in the world and a new desire to express that uniqueness in actions and
achievements. Loevinger states that "most of the late adolescent and adult population in
urban United States are at the Conformist Stage or the Conscientious State or squarely
between them" at the I-3/4 state (Loevinger, 1976, p. 417).

* Conscientious (I-4). Relationships with others at this stage take on new qualities of
responsibility, mutuality, and concern for open communications. One has a new capacity to
take responsibility for one’s own life and goals. One can act toward one’s goals without being
overly concerned with the acceptance and respect of others. Shame at offending others is
replaced in this stage by a sense of guilt when one does not live up to one’s own standards.

* Individualistic (1-4/5). This is another transition state. It is characterized by relationships with
others that incorporate all the responsibility and mutuality of relationships at the
conscientious level, but this stage adds a concern for others’ personal growth and for
respecting others’ inner and outer freedom. There is an increasing awareness of oneself as a
growing person. Self-fulfillment begins to be valued on a par with achievement in the world.

* Autonomous (I-5). Interpersonally, at this stage there is a deepening of the qualities
manifested in 1-4 and 1-4/5, with a clearer understanding of how to respect and to further the
development of others. Intrapersonally, there is a new awareness of oneself as ambivalent and
as characterized by psychological multiplicity and inner conflict. This new awareness of one’s
inner life results in turning inward to address psychological needs. by dealing with these needs
and coming to continually deepening self-understanding, persons characterized as I-5 develop
a new sense of wholeness and an ability to express their needs more fully in their activities in
the world.

* Integrated (1-6). This stage is empirically rare. Loevinger notes that in most groups no more
than one percent of the members would be best characterized by this stage (Loevinger and
Wessler, 1970). With the responsibility and respect characterizing interpersonal relationships
at stages I-4 and I-5, there emerges a new valuing of the preciousness of all life and a sense of
the rarity and specialness of each human being. The inner life of persons at this stage is
characterized by the creative integration of inner multiplicity and the ability to live in ways
which further inner depth and integration. This stage may characterize persons such as those
described by Malsow (1970) as "self-actualizing."

Note. "Adult Development and Approaches to Learning®, by Lasher, H., and Moore, 1., and
Simpson, E. Sept, 1980
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This ego development construct was created through extensive
clinical studies and the use of a projective test, which has been
carefully correlated with clinical observations. The projective test is

a pencil-and-paper test involving a 36-item sentence completion
exercise. The system of scoring completions was developed through a
process of comparing responses to the test with the results of
extensive clinical evaluations of the research subjects ( Loevinger

and Waessler, 1970). Hauser subjected the test to a number of
reliability and validity studies, as well as reported its use in a

variety of other research programs (cited in Lasher et al., 1980).
Loevinger's research and the subsequent stages which emerged were
based on both male and female subjects, not the more biased all male

samples on whom Perry based his theory of learning and change.

To summarize Loevinger's stages, the stages describe movement from
three self-protective stages through a transition stage to the

conformist stage and on to the self-aware, conscientious,
individualistic, autonomous and integrated stages. Loevinger
estimates, and the 1974 Harris poll ( cited in Lasher et al.,1980)
confirms, that about 60% of adult urban Americans fall in one of

three middle stages: conformist, self-aware and conscientious.
Loevinger's work has important relevance to education because it
demonstrates that learning is an intensely personal enterprise in

which an individual's developmental stage is central to virtually all

that occurs.
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Both Weathersby (1977) and Donnelly (1979) claim that :

Studies show that adults at varying ego stages construe

their experience in very different ways. Education is no
exception. Depending upon ego stage, adults differ in the
sorts of relationships they attempt to create- and do

create - with peers and teachers. Adults differinthe

role they expect knowledge and education to play in their
lives. And they differ in how they cope with the stresses

of the educational process (cited in Lasher et al.,1980, p. 21).

Understanding such schema as Perry's and Loevinger's is helpful for
our study of adult college students and their potential for change in a
particular college program. Of equal importance to this study,
however, is an examination of the research literature which bears on
college study and what general factors do stimulate change, any sort
of change. Probably because intellectual change is assumed, most of
the literature addresses changes in attitude and values. Again, we
begin first with research on young college students and then move to

a smaller body of recent research related to adult college students.

Attitudes and Values

Reporting on the key factors impacting on the college student, Korn's
study ( cited in Boivan,1989) suggests that an understanding of the
interaction of the individual with the environment is necessary in
comprehending change in students.

Certainly the previous research by Perry and Loevinger would support
such a personalized and dynamic approach to examining learning and
student change. In the area of attitude and values changes, certain
factors in the college milieu have been identified as common and

potent sources for impacting students. It appears that non-classroom
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factors affect attitude and values more than other factors.

Feldman and Newcomb (1970) found that residential arrangements in
which students locate themselves have ongoing impacts, reporting

that in some cases

this takes the form of forces promoting attitude
change on the part of certain of the members,
while in other cases, the reciprocal influences
of members on one another reinforces and
strengthens existing orientations (cited in
Boivan,1989, p. 2)

In fact, Chickering (1975, Chap. 11) suggests that the "impact of
roommates and residence hall associates are primary forces
influencing the change in student attitudes and values."

Research has increasingly established that any change in attitudes
or values while in college are not necessarily the direct result of
academic learning nor directly related to interaction with faculty, but
rather tend to be associated with a variety of value-laden
experiences. This is further evidenced by Pascarella's (1985) findings
that

interactions with faculty failed to have
consistent effects on the measurement of
student development of attitudes and values
and that structural factors had only modest
and indirect impacts. However, interactions
with social and academic systems did, in turn,
rectly influence student development (cited in
Boivan,1989,p.2) .

Chickering (1975, Chap. 12) found those influential factors to changes
in student attitudes and values to be: instructional goals set forth by
faculty members, the degree to which questions of value and attitudes

are raised by particular subject matter or by teachers themselves,
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and most importantly, the humanizing of values. Similarly, Feldman
and Newcomb (1970) found " course content to have more impact on
attitudes than interaction with faculty " ( cited in Boivan, 1989, p. 3).
Dressel and Lehman (1965) did find that especially in the last two
years, "courses and instructors do have some impact on attitudes and
values, though the other (peer group and non-academics) are more
influential" (Boivan, 1989, p.2).

Though research can point to student changes through a student's four
years of study, it is difficult to attribute student change to the

college as the effecter of that change. Nonetheless, there does seem
to be some preliminary evidence that at least where changes in
student attitudes and values are concerned, the classroom
environment (class goals,a discipline's values questions, and a class's
humanizing of values) and peer interactions are more potent sources

for effectuating changes than either the faculty or structural factors.

There may be some self-selection against those for whom structural
factors are potent. There is a large body of research which states
that the degree of campus "fit" to the student, the development of a
sense of connection with the student, is the most important factor of

a student staying at a given college (Tinto,1987). Without this sense
of connectedness, students tend not to persist. They quit college
entirely or go elsewhere. Thus, the more structural features of a
campus climate may not surface as potent to effectuating attitudinal

or values changes by senior year due to the fact that the college only
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retains those who already fit existent structures. The four-year
follow-up study has perhaps lost those students for whom structural
factors were potent.

Of course, the “fit" of a student to a college isn't merely constituted
from structures; it is equally the "fit" of peers and other aspects of
college climate. However, the structure could potentially be a potent
source of change for those non-persistors, who are no longer in the
study by study's end. Despite this potential for erroneous conclusions
as to the most potent sources of change as they relate to students'
college career, faculty seem to be a less potent source than
conventional wisdom would suggest. Faculty are the most surprising
omission from the list of sources for student attitude and values
changes.

Only the indirect influences of faculty seem to influence college
students’ values. These indirect influences are in the faculty's goals
and humanizing of the classroom climate, not in direct faculty
interaction or modeling. There seems to be no indication that the
personal aspects of faculty are a consistent source of values changes
in students. Rather, it is faculty's professional interaction in the
classroom through the manner in which they set goals or direct
discussions on content that is value-directed which seem somewhat
influential on students' values, though not nearly so influential as

peers and the non-academic areas of college life.

To further pursue one of the two areas Perry explored, ethical

development, this literature review turns to an even more focused
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study of college and its relationship to student changes in ethical
arenas. If such changes were to be optimized, one might think this
would best occur at a value-laden private college. Specifically, the
following study was conducted at three evangelical colleges (i.e.
Wheaton, Messiah, Houghton).

Buier, Butman, Burwell and Van Wicklin (1989) were part of the

Christian College Consortium, a group of thirteen evangelical liberal

arts colleges, who were

deeply concerned about how best to establish the
kind of academic and social community that will
challenge and nurture young adults as they move
towards self-chosen commitments. Faculty and
staff members are increasingly discussing what

it means to assume the important role of mentor
as these 'novice adults’ search for a faith by which
to live. ( Buier et al., 1989, p. 69)

In the past two years these consortium schools have implemented an
"ethic across the curriculum® ( p. 69) . Though there is no consensus on
what theoretical approaches might best facilitate the development of
moral maturity, the major focus in Buier et al's research study has

been on cognitive-developmental theory, particularly on moral
reasoning. This is the internal decision-making process that precedes
moral action. Although this is only one aspect of "being ethical", the
researchers have found careful consideration of this dimension helpful
to their research design. Aspects of cognitive reasoning appear to be
scalable, and thereby measurable.

In Buier et al.'s multi-year, cross-sectional and longitudinal study,
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both a quantitative and qualitative impression was gleaned on three
issues. The four researchers then attempted to draw academic and
developmental implications. The three areas on which their research
focused were how students think about right and wrong, attribute
meaning to their lives, and view the learning process.

Marcia's work on identity is the most interesting portion of their
research findings. Marcia has conducted much research over the past
two decades on identity, especially in relation to adolescents and
young adults. Basically, his research has generated four identity
positions; each relates to whether an individual has faced a crisis
and/or a commitment in the areas of work, politics and religion.
Dependent on having faced and/or resolved these crises, a person is
categorized as being in one of four stages. These stages are:
diffusion (neither faced a crisis nor made a commitment),
moratorium (faced crisis though made no commitment, akin to
Perry's relativistic position), foreclosure (faced no crisis but made

a commitment, usually simply adopted parents' choices) and
achievement (faced crisis and made commitment). Obviously, the

achievement identity stage is the most highly developed.

The 1989 study on students' moral and ethical decision-making at
three Christian liberal arts colleges reflected that there was much

less diffusion among seniors than freshmen.

Unfortunately, the data also suggest that a significant

minority of the seniors are in a state of foreclosure (more
than 33%) but for many others...More than half of the seniors
are in the more developmentally advanced moratorium and
identity achieved statuses. This suggests that more seniors
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are in the process of searching for their own ideological or
occupational commitments (moratorium) or that they have
aﬁgwred such commitments after a time of personal crisis
a

exploration (achievement). Such findings would suggest

that their beliefs are less transient, and more deeply
in%;porated and personalized ( Buier, Butman et al., 1989,
p.76).

Although these were encouraging findings for these three liberal arts

colleges, there were less encouraging areas. This was particularly

true in the interview questions related to sociopolitical ideology.

More than half the seniors were diffused politically, suggesting they

had "little understanding or appreciation of current political issues or

world events" (Buier et al., 1989, p. 76) ; another significant portion

of the senior samples were politically foreclosed. The researchers

continued,

This political wasteland was all too evidenton

the videotaped interviews. Questions about political
ideology were often met with an embarrassed laugh
an7d6/§>r quick confession of ignorance ( Buier et al., 1989,
p.76).

These patterns were again shown on the Rokeach Values survey

(Rokeach,1973) where student samples

not only did not hold values <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>