John Hurst, 1930-2016

by Jenifer Wong

John Hurst was a UC Berkeley professor of education and a founder of “Democratic
Education at CAL (DeCal—a program of student-led, faculty-sponsored courses).

Joining the faculty of the campus’s Graduate School of Education in 1961, Hurst saw
education as a means of furthering democratic values and practices. His work aimed to
promote social change by empowering people through education.

“John stuck to his values even though his radically democratic approach to education was
sometimes not appreciated by colleagues and the administration,” said David Stern,
campus professor emeritus of education.

When not teaching or researching, Hurst pursued his passion for the great outdoors. He is
credited as one of the founders of the Outward Bound movement in the United States,
which advocates an approach to learning and personal growth rooted in outdoor
expeditions.

“He (spent) as much time as possible outside ... (and) taught Outward Bound in Tanzania
and Zambia during sabbaticals from UC Berkeley,” said his daughter, Jill Hurst. “(He
also) rowed dories down the Colorado river several summers for the famous Colorado
river guide Martin Litton.”

Combining his love for education and nature, John Hurst co-founded the Conservation
and Resource Studies Department and developed the environmental education program
within the department.



Hurst also co-founded two additional programs on campus: the Peace and Conflict
Studies program in 1984 and the undergraduate minor program in the School of
Education in 1990, which won the Educational Initiatives Award in 1997. Hurst served as
chair of both programs.

Hurst’s passion for education inspired students to think critically about the field of
education and the issues that impact it. In some cases, he influenced their decision to
enter the field.

“He was a very amazing, humble person,” said Liliana Aguas, Hurst’s former student.
“(He) opened (the) door to his home to students ... (and) allowed students to have self-
determination ... (to) not let a grade be a motivation for their learning, but (to be
motivated on) their own.”

Outside the classroom, Hurst encouraged students to learn about the field of education
through community service projects. He served as the faculty sponsor for a campus
DeCal that allowed students to mentor middle school students in Berkeley and Oakland.

“I hope he’s remembered at Cal for his love of teaching and for helping students learn to
take control of their education and world,” Jill Hurst said. “He wanted very much to
expand (students’) understanding of justice and to feel there was something they could
and should do to make the world a better place.”

Hurst’s booklet “Looking Holstically: The Conservation and Resource Studies Major”
(1981) is reproduced here.






LOOKING HOLISTICALLY

The Conservation of Natural Resources major

The College of N‘atural Resources,

- University of California, Berkeley

Its impact on the lives
of students and graduates

""During my years in congress, | have always been a supporter of
interdisciplinary education as well as an outspoken environment-
alist. The Department of Conservation and Resource Studies offers
students the opportunity to receive an interdisciplinary education.
In addition its course of study is one which is vital to the

future of our society."

Ronald Dellums, U.S. Congressman in a
letter to Chancellor Heyman, 1981
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LOOKING HOLISTICALLY

-THE CONSERVATION OF NATURAL RESOQURCES MAJOR-

The College of Natural Resources
University of Califormnia, Berkeley

ITS IMPACT ON THE LIVES OF STUDENTS AND GRADUATES

I. Setting the Stage

The Conservation of Natural Resources Major (CNR) embodies
a distinct educational panilosophy from which a coherent theory
and practice has been forged in the rigorous crucible of '"praxis'.
CNR provides a holistic interdisciplinary education focused on
the understanding and solution of environmental problems. It
strives to achieve meaningful freedom and a broad range of choice
for its students within a humane and supportive milieu.

The true worth of an educational program can only ultimately
be determined from how it affects those who go through it, and
how they in turn affect our larger society. These are the criteria

of import.

This study seeks to understand the nature and value of the
CNR program through examining its impact on the lives of people
while they are in the program and after they graduate. We will
also, to a lesser extent, examine the affect of the program, and
individuals who have been a part of it, on society at large.
A reasonably full explication of CNR's nature and significance
can only be achieved by examining it within the parameters of its
larger context- The University of California, Berkeley. This will
be accomplished through comparing CNR students and graduates w1th
students and graduates from other campus programs.

We will draw on a number of reports and surveys which are
listed and annotated in appendix "A". This appendix also includes
basic technical considerations covering the data reported throughout
this study. Six questionnaire surveys provide the bulk of the
quantitative data. They include three surveys that encompass forty



undergraduate programs at Berkeley, including CNR; one follow-up
study (1978) of a broad sample of Berkeley undergraduates after
graduation (classes of 1971, 1974, and 1977); and two surveys
within CNR with extensive narrative data, one a survey of current
students (1980-1981), and the other a follow-up study (1980) of
CNR students who graduated between 1971 and 1979.

The goal is to fashion the best possible explication of the
phenomenon of our concern - the CNR program. In so far as possible
the development will incorporate the actual statements of CNR's
'students and graduates, not simply as illustrative examples, but
rather as substantive data. This will serve the important function
of keeping the emerging analysis firmly anchored in the reality of
peoples' perceptions and understandings of their educations, careers,
and lives. '

In the following sections of this study we will turn each
aspect of the CNR major out from the whole for examination and
comparative purposes, with the explicit intent of turning it back
into the whole. 1In this manner we hope to reveal how the
interdependence of the many aspects of the program combine :
synergistically to create the dynamic ecology of CNE. We believe
that the program must, of necessity, be evaluated and judged by
concepts and methods congruent with its epistemology and
conceptual knowledge base - praxis, holistic, ecological, and
interdisciplinary. To do otherwise would be to significantly
"distort the reality we seek to bring to light and understand.

We will proceed with a brief description of the CNR major.

THE CNR MAJOR - A DESCRIPTION

The CNR program is the only major in the Conservation and
Resource Studies Department (CRS) which is part of the College
of Natural Resources. There are currently about 300 students
enrolled in the major - 58 percent women, 42 percent men (Sp'81l).

A. The Central Elements of the CNR Qrogram1

1. The central theme of the Major is the identification,
understanding, and solution of environmental problems.
Environmental issues are examined as they interrelate
with societal institutions, natural resources, technology,
and cultural values. Emphasis is placed on the development

1. The nefinement of the descrniption of these elements has continued over the
years. Structwual modifications and shifting nesource allocations have
continually occurnrned to bettern rnealize the mandate provided by the key features
04§ the program. Each of these elements was strongly supported in the Last A
Academic Review 0§ the major (The Messengen Report, Octobern 1974) commissioned
fointly by the executlve commitlees of the College 04 Agrnicultural Sciences

and the School 0§ Foresirny and Consernvation (now combined o make up the College

04 Natural Resources).




of critical analytical and practical skills necessary
for understanding and solving these problems.

2. The program is interdisciplinary. It draws on all realms
of knowledge necessary to understand and resolve complex
issues (i.e. Biological Sciences, Social Sciences, Physical
Sciences, and the Humanities).

3. Practical experience. The major emphasizes field work,
internships, and other forms of community involvement.
These experiences are seen as essential to developing an
authentic synthesis between theory and practice, to honing
analyses, to making informed career choices, and to
maximizing the value of a CNR education.

4, Flexibility. Each person has the opportunity and the
responsibility, within a supportive structure, to develop
their individual focus, within the goals of the major.
This is done in close and continuing collaboration with
a faculty advisor.

5. Community. CNR strives to create a healthy and viable
community; where students, faculty and staff work co-
operatively to provide an effective support network in
the pursuit of an optimal education.

6. The CNR community aspires to be a functioning participatory
democracy. The structure of the Major was created to
facilitate the systematic participation of everyone in
all decisions, in so far as possible within the limitations

set by the University.

B. Curriculum Components

1. CNR Seminar Series (CNR 90, CNR 149). These courses are
the major curricular thread that binds the program together.

CNR 90 Introductory Seminar. This course is required
of all students entering the program, as an introduction to
the CNR community, its philosophy and purpose. Students
clarify their educational goals and needs and develop an
initial program of study and experiences to meet them. 1In
addition they are introduced to CNR, campus, and community
resources that they can draw on in the development of
their particular program.

CNR 149 Senior Seminar. The fundamental purpose of
this seminar, taken during a student's final quarter, is to
assist persons in furthering, or developing, a synthesis of
their education, to take a look back, a hard look at the

-present, and to project into one's future. During this vital
time of reflection and closure, each person prepares a written
senior synthesis - a focused analysis of their education and

its meaning.




2. A broad overview of environmental issues and problems from
gg interdisciplinary perspective is required. This takes
the form of a year long course IDS 10 A, B, and C. Optional
project sections, that are strongly recommended, accompany
each quarter of the course.

3. Breadth Requirements. In addition to the University-wide
breadth requirements (American History and Institutions,
and Subject A - basic proficiency in reading and writing),
CNR students are required to fulfill the following:

Reading and composition. Two courses in these areas
are required and can be selected from a wide array of choices.

General knowledge. Three courses are required in four
of the following five areas: Biological Sciences, Social
Sciences, Physical Sciences, Humanities, and Mathematics/
Statistics. A total of six courses are required in one of
the four areas chosen. These courses can be drawn from
any on campus that fit an area.

4. Area of Interest. Each person develops a personal focus
within CNR known as their "area of interest.'" Ten upper-
division courses must be taken in one's area of interest.
These can include any relevant courses, including an intern-
ship and independent or group studies courses.

5. Internships CRS 180. Students are encouraged, but not
required, to develop a quarter long full-time, or two-thirds
time, internship working in a position in the community
allied to their area of interest.

6. Field Studies (CNR 197); Supervised Group Studies (CHNR 198);
and Independent Studies (CNR 199). Students, both collectively
and individually, are encouraged to create their own inde-
pendent studies to further their educational development
beyond what is provided by regular courses.

C. Advising

Each student is free to choose his or her own advisor from
a book containing extensive descriptions of available faculty
from many departments across campus. In CNR, faculty and peer
advising play critical roles because of the program's extensive
flexibility. This is in contrast to most other majors where
students are guided through relatively prescribed programs.
CNR has recently developed Area of Interest Groups for furthering
common interests, projects and advising. One or more faculty
members are usually involved with each group.

D. Structure and Governance

The major is governed by a faculty panel which is drawn
from interested faculty in many campus departments, though




f the majority are from the College of Natural Resources. A
Committee in Charge is elected by the panel to carry on the
bulk of its business.

E The Administrative Committee is composed of the Committee
in Charge and an equal number of students elected by the

i Student Organization, along with one staff member. The

} chairperson of the CRS Department is an ex-officio member.
This committee, since the inception of the major, has carried
the main responsibilities for administering the major.

} Students are full members of the committee, subject only to
University-wide limitations on their voting power in some matters.

Other standing committees are The Advisors' Coordinating
Committee and the Course Planning and Development Committee.
Each committee is composed of equal numbers of faculty and
students and one staff person.

o—

The CNR Student Organization is the official body of the
students. This strong and active organization functions as
a participatory democracy. It elects all student representatives
and assures their accountability. The organization serves as
a catalyst and support group in many diverse ways. It generates
and facilitates small and large projects within the major, the
University and the community. Career forums, lecture series,
film series and many other activities that add to the quality
of the CNR community flow from its many active participants.
{‘ The group also publishes a newsletter - The CNR Review.

rr—— ey, —e
| : i . .

~E., Resources - facilities and people

o

‘ Central Office. Staffed by the department's administrative
assistant and an undergraduate secretary who assists students
with the administrative aspects of their programs.

Resource Center. Books, pamphlets, and a host of other
resources for classes and projects are collected in a Resource
Center that is staffed with a coordinator. The Resource Center
‘is a hub of activity that serves as a communication center for
people and projects, as well as for in-depth study.

Staff positions. In addition to the faculty, a senior
lecturer teaches many of the core courses and coordinates the
internship program. CNR also has two specialist positions that
serve important functions in the major.

o Resource Center Coordinator. In addition to the many
coordinating functions this person serves as a librarian,
collecting new resources and helping folks locate a wide range
of resources within the Center and elsewhere in the University
and greater Bay Area. She coordinates a communications network
that serves to bring people and resources together.




Student Opportunities Coordinator. This person, who also
works in the Resource Center, carries many important responsi-
bilities: facilitating student searches for project opportunities
of all sorts on and off campus; helping students write grants
to fund projects; connecting people with part-time and full-time
jobs; maintaining the alumni network; performing support work
for the student organization; and organizing diverse extra-
curricular educational events.

F. Recurring Events

A number of events have become traditional within the
major and serve crucial educational and community functions.
Most of the organization and conceptualization for these events
is done by students in collaboration with staff and faculty.

Weekend Retreats for students, faculty and staff are held at
the beginning of the Fall Quarter, and a follow-up day-long
retreat is usually held at the start of the Winter Quarter.
These well attended events serve as an orientation for new students
and more importantly, as a time to assess the major's strengths
and weaknesses. These collaborative sessions have generated
many improvements in the CNR program and community.

Annual Spring Dinner. This gala celebration is organized
and presented each spring by the students and staff who also
prepare the feast. It brings together hundreds of students,

faculty, staff and alumni for an evening of shared joy, appreciation,
and relaxation.

Large Community Gatherings. At least once a quarter, other
pressures on the program permitting, the Student Organization

or an ad hoc group plan and carry out a large community social
event, such as a square dance.

G. Other Program Features

Alumni Network. An active alumni network and association
has evolved in CNR. It serves as a support system for alumni
and students. Many of our students find field placements, intern-
ships, and, not infrequently, permanent positions upon graduation,
through links with the alumni network.

The CNR Community. The various features just listed, as well
as others not mentioned, combine to create and maintain that
elusive and delicate entity.- a community, that unique milieu
which provides a sense of belonging to a coherent, caring and
supportive group of people who are concerned about you as a person,
as well as with your education. The CNR community is unique
within undergraduate programs at Berkeley. Its qualities of
personal belonging, warmth, encouragement, and support create a
climate in which growth and learning often exceed expectations.

" The CNR community's contributions to people s educations and
lives can not be underestimated.
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The Purpose of Education

Before plunging into a detailed examination of the CNR program
and how it compares with other campus programs, we need to pause a
moment and reflect on the broad purposes of education, especially
within the University. For, in order to develop a comprehensive
evaluation of the impact of the CNR program we must have a firm
sense of the criteria against which it is to be examined. A rigorous
appraisal demands clear and explicit criteria against which practice
can be critiqued. The immediate criteria at the level of practice
must be consistent with the general purposes at the most abstract level.

A few select quotations about the overall purposes of education
will serve to set this section in its largest relevant context:

"There 48 only one subject-mattern for education, and that
45 Life in all of Lits manifestations."
Alfred North Whitehead
The Aims of Education

"...0un fundamental fask in education is to ghapple with
the issue 0f a person's overall relationship to reality
(ntentionality) and Lo meet them authentically in that
reality L4 we are to contrnibute o a change Ain thein he-
Lationship to reality Ain specified directions.”

Rollo May

Love and Will

"What phofessional men should carry away with them from

a Universdity L8 not professional knowledge, but that which
should direct zthe use of thein professional knowledge, and
bring the Light of general culture to {Lluminate the
technicalities o4 a special pursuit... Zo Look at every
separate part of it [knowledge] in its relation %o Zhe
othern parts, and 2o the whole... observ.ing how all knowledge

45 connected.”
John Stuart Mill

"The advancement of Learning at Zhe expense of man, L8 the
most pernicious thing in the world."
Friedrich Nietzche

The major purposes of the University of California, within
this broader context, culled from statements in many official
documents, can be captured in the statement: understand ourselves
others and nature; and to further the ideals our democratic society.

To
of

The major goals of CNR, within the larger purposes of the
University, are the identification, understanding and solution of
environmental problems through a program of interdisciplinary study
and experience.




From these general statements a more specific set of goals,
that can be infused with the meaning and spirit of the more abstract
purposes, can be described. These goals are applicable, with some
interpretation and reservations, to any undergraduate program
at Berkeley.

Basic educational goals

1. Gaining a thorough understanding of the subject matter.

2. Providing training in critical thinking and analysis.

3. Providing a broad, general, humanistic or person-centered
education. '

4. Promoting social responsibility and developing skills useful

in the community.

Advanced education and career goals

5. Preparation for graduate or professional school.

6. Preparation for a career.

I



—

II. The Explication of the CNR Major

The picture of CNR which will emerge in this study must be
evaluated against these purposes and goals. Therefore, the material
that follows seeks to assess how well the CNR major achieves its
goals, how well the major achieves the purposes of the University,
and how well the individual goals of students are met in this
process. -These assessments will be derived from examining the impact

¢f CNR on people's lives both while in the program and after graduation.

Part I. The Broad Picture

1. Overall satisfaction

We will begin by examining persons' general feelings about
their education in CNR, recognizing that these not only reflect a
synthesis of their attitudes toward all aspects of the program, but
also the state of mind with which they move through the program.
The degree of satisfaction of CNR students will be compared to that of
students in other programs on campus in order to enhance the signi-

ficance of our findings.

Undergraduates were asked the following question in a number
of surveys (all of therARU—ASUC surveys, and the CNR 1980-1981
survey): (1) All in all how satisfied have you been to date with
your major program (faculty, teaching, advising, courses/curriculum,
testing-grading, governance; etc.)? In the CNR Follow-Up Study (1980)
the following question was assessed: All in all, from your present
perspective, how satisfied are you now with the educatlon you received
in the CNR program° In this case the entire questionnaire was
reviewed by two independent raters and each respondent was assigned
one of the response categories from very satisfied to very dis-
satisfied. 1In the 1978 Survey of a representative sample of all
U.C. graduates respondents were asked a question that tends to elicit
more positive responses than question (1) above: (2) All in all, how
satisfied were you with your total undergraduate experlence at Berkelez

2. Fon example when these two questions; (1) A11 in all, how satisfied have you
been to date with your major program...? and (2) A1l in a11 how-satisfied have you
been to date with your total experience while at Berkeley?; were both asked in the
ARU-ASUC ('79) Survey o4 Social Science-Related Proghams at Berkeley; the hespective
means on a §ive point scale wene: (1) 3.71 (19% dissatisfled; 113 neutral or mixed;
and 69% satisfied) and (2) 3.93 (14% dissatisgied; 12% neutrhal on mixed; and 74%
Aaiééﬁ&ﬂ For CNR (1980-1981 Survey) on question (1) 4.31 (2% dLééai&éﬁLed

1% neutnaz orn mixed; and 87% satisgied).

Two 4actorns appear to be operating to p&ec&p&faie more positive responses Xo
question (1) zthan to question (2); 1) zhe question that the representative sample
04 UC graduates was asked encompasses the total undergraduate experience at Berkeley.

52

jﬁ

A Zarnge numbern o4 hespondents intenpret this to mean both on and o§§ campus experiences
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Overall satisfaction: Means (5 point scale) CNR & comparison groups*

-while students-

CEIR-ARU 1979 e o 6 o 0 o o o 8 O 8 o ¢ o 8 0o 0 0o 0 0 v 0 4 . 30

CNR 1980-1981..... e e 4.31/4.55""
f\§7% satisfied; 11% in-between; 2% dissatisfied

Life Sciences-ARU (18)............ 3.47

All Programs-ARU (40)........ v eo..3.47

69% satisfied; 11% in-between; 19% dissatisfied

Range—-ARU (40),..... 0 e e e et e s ae e e e 2.57 - 4.59

Rank CNR-ARU (40)......... e eeeee 4th

-after graduation-

CNR Follow-Up 1980....... e ee e 4,47
7 90% satisfied; 5% in-between; 5% dissatisfied

N Grad Survez 1978.9...6 ----- ..000004.02 .
. 738% satisfied; 9% in-between; 13% dissatisfied (see footnote #2) -

* For this and all following tables unless otherwise indicated:A.{ull descripiion of
each study can be found in Appendix "A". CNR-ARU '79 = ASUC's Academic Reuiew Unit's
data on CNR from the survey of Social Science Related Programs at Berkeley - 1979;
CNR - 1980-1981 = the 1980-1981 Questionnaire Study of CNR Undergraduates; Life
Sciences-ARU (18) = ASUC's survey o4 1§ Life Science Related Departments and Programs
at Berkeley - 1978; A1l Programs-ARU (40) = mean for all programs surveyed by the
Academic Review Unit of the ASUC; Range-ARU (40) = mean of the Lowest and highest
program in the 40 programs surveyed by ARU-ASUC; Rank CNR-ARU (40) = indicates the
hank o4 CNR mean in the 40 programs surveyed by the ARU-ASUC; CNR Follow-Up 1980 =
the 1980 Follow-Up Interview and Questionnaire Study of CNR Graduates; Grad Survey
1978 = the follow-up study of a broad sample of all UC graduates from undergraduate
programs. Responses unless otherwdise indicated were made on a 5 point scale grom:
T-verny Low, through 3-in-between, to 5-very high (wornding varies grom question %o
question 40 responses will make sense [e.g. on Overall satisfaction question:

T-very dissatisgied, to 3-in-between, to 5-very satisgied]). 95% Confidence
Intervals (the range within which the true mean for the whole ghoup under consider-
ation could be expected to fall 95% of the time): the gfigures we will cite are the
values ,they vary around from question to question throughout this report: CNR-ARU
+.30; CNR 80-81 +.10; CNR Follow-Up +.10; Life Sciences +.15; ALL Programs-ARU +.10;
Grad Survey 1978 +.10. - - -

**Mean fon sub-sample of 1980-1981 Survey who had been in CNR program for 4our
Or more quantens.

2. (continued)

while Riving 4in Berkeley. While the question asked CNR graduates and undergraduates
specifically gocuses on thein experiences Lm the CNR program; 2) in the comparison
between CNR graduates and UC graduates an additional gfactor 4is operating. CNR grad-
uates were specifically assessed on thein satisfaction at the time they §ilLed out
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Discussion of Overall Satisfaction. CNR students are on the whole
quite satisfied with their education in the CNR program. This high
level of satisfaction was consistent across the two studies of

CNR undergraduates (one conducted in 1978 and the other during 1980-
1981). Comparatively, _CNR ranked among the top few programs of the

forty surveyed. (4th).

CNR graduates from the vantage point of their present experience
and knowledge continue to be highly satisfied with the education they
received through CNR. Compared to U.C. graduates in general; CJR
graduates continue to maintain the same high relative position that

they did as undergraduates.

It can be concluded that CNR students are more satisfied with
their education in CNR than students in all but a very few programs
on campus, and that this high absolute and relative level of satis-
faction continues to hold up after graduation in the face of the

‘rigors of advanced. education, careers and life.

The strong relationship between satisfaction while in college
and later satisfaction after graduation is consistent with the
general data in the literature from many studies. These findings
underline the importance of taking students' satisfaction into
account in both the development and evaluation of educational
programs. It clearly has immediate and long range implications
for the quality and value of education. The many sources of this
high and persistent level of satisfaction will be revealed and
examined as the sections of this study unfold.

2, (continued)
the questionnaire, from the pe/w;oeo,aue 0§ thein expeniences since graduating;

white UC graduates were asked a more ambiguous question (e.g. "...how satisgied
wene you...") which is usually intenpreted o mean at the time 05 graduation by
respondents. Glven these two factorns,the gact that CNR graduates have a signif-
Leantly highen mean than UC graduates takes on added sdignificance. 1% .is probably
an underestimate of the trhue difference between the Ao ghoups.

We would also 1ike to note how closely undergraduate results parallel results
from graduates when they are drawn from the same porulation (e.g. on question (1)
CNR 1980-1981 Mean = 4.31 [4.55 for students who had been in CNR four or mohre
quartens which would be a more appropriate comparison]; CNR Follow-Up Mean 4.47 on
question-(2) U.C. undergraduates Mean = 3.93; U.C. graduates Mean = 4.02). This
Ztends to hold whenever such comparisons are possible in the data reponted in this study.

3. In the ARU surveys four phoghams consistently ranked high on virtually all
questions, with few significant differences betwween them (.05 Level 04 confi-
dence) . Forn example, on Overall Satisfaction (means): CNR-4.30; Geoghaphy-4.59;
Developmental Situdies-4.47; Social Sclence Field Major-4.33. Other relatively
nigh ranking programs were: History-3.90 and Nutrhitlon-3.81. 1t L8 sdgnificant
to note that the othern hign hanking programs Zend Zo be relatively small
compared to CNR. Office of Adnissdions and Recornds enrollment figures, which are
underes timates, at the time of the studies were: CNR-200; Geography-91; Devel-
opmental Studies-49; and Social Science Field Major-132.
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2. Permanent Value

Students in this question were asked to project whether or not
they believed their course of study would have permanent value for
them. CNR graduates were asked if, in fact, their course of study
was of value to them now.

Undergraduates in the ARU-ASUC survey of Social Science Related
Programs (1979), and graduates in the CNR Follow-Up Study (1980)
were asked: Study of this subject matter [ My study in CNR ] will be
[has been ] of permanent value in my life and/or work.

Permanent Value: Means (5 point scale) CNR and comparison groups

CNR—ARU 1979.....--0..-..0...-..-.4058

All Social Sciences (14).......... 4.09

*(5) SA-43%; (4)A-36%; (3)IB-12%; (2)D-6%; (1)SD-3%
Range ARU-Soc.Sci. (14)........... 3.64 - 4.67

Rank CNR (ARU-Soc. Sci.[14])...... 3rd

CNR FOllow=-Up 1980 . .o v vv v evnennnn. 4,59

(5)SA-67%; (4)A-27%; (3)IB-5%; (2)D-0.5%; (1)SD-0.5%

*¥(5) Strongly Agree; (4) Agree; (3) In-between; (2) Disagree;
(1) Strongly Disagree

Discussion of permanent value. Well over ninety percent (90%) of

the CNR students believed their program would have permanent value

in their lives or work or both, compared with the average of seventy-
nine percent (79%) for all programs surveyed. CNR once again ranked
among the top few programs of those surveyed (3rd).

Ninety~four percent (94%) of CNR graduates report that their
course of studies has been of permanent value in their lives or work
or both,.

Students' projections of permanent value were almost identical
to graduates' later assessments of value. This parallels the findings
with respect to "overall satisfaction."

In summary, CNR students believe that their course of studies

will be of substantial permanent value, and graduates confirm that
this is, in fact, the case. : '
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3. Understanding Environmental Problems

A third important question we can ask is; do students believe
they are developing, and do graduates believe tney have developed,
an understanding of environmental problems?

CNR students responding to the 1980-1981 questionnaire were asked:
CNR encourages broad interdisciplinary environmental studies. Do you
feel you are developing your ability to identify, understand and seek
solutions to environmental problems in a broad context?

CNR graduates responding to the Follow-Up Study were asked:
CNR encourages broad interdisciplinary studies. Do you feel you
developed an understanding of environmental problems (social, econonic,
and polltlcal aspects, as well as a scientific/technical grasp)?

Understanding Environmental Problems: Means and Percentages

CNR 1980-1981........ e e e 4.,32/4.47%
(5) Yes, very much so—49m, (4)36%; (3)14%; (2)1%; (1)No, hardly at all-0%
*(5)Yes, very much so-61%; (4)28%; (3)9%; (2)2%; (1)No, hardly at all-0%

CNR Follow-Up 1980. o o s et as 4, 57*%*
(3)Yes, very much so 75m, (2)Substant1a11y 24%; (1)No, hardly at all-1%

*sub-sample of students who have been in CNR four or more quarters

**Mean adjusted to a five point scale for comparative purposes

Discussion of Understanding Environmental Problems. CNR students
Judge themselves to be in the process of gaining a solid background
in the ability to "~ identify, understand and seek solutions to
environmental problems. The responses of students who have been in
the program four or more quarters demonstrates the progressive nature
of this process one would expect the data to reveal.

CNR graduates indicate that they have, in fact, developed an
excellent knowledge and skill base in this area. This suggests that
CNR students' judgements of their development along these lines is
accurate, and not simply an ill-founded belief. Further corroboration
can be found in the findings that the understanding and solution of
environmental problems is an important part of the work or advanced
studies of ninety - one percent of CNR graduates; and that it plays
an active role in the work or lives or both of ninety-eight percent
(98%) of CNR graduates.
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4. Selected Educational Goals. The importance people place on them

and the extent to which people judge their program has met them.

Four important questlons can be raised at this point in our
progress:

10

2.

How much do students value selected educational goals?

How well do students' educational goals reflect the goals
of their program? '

How well does a program meet each of these educational goals
in students! judgements?

How well, as judged by students, do their programs enable
them to meet their goal expectat10ns°

Berkeley undergraduates in the forty programs surveyed by
the Academic Review Unit of the ASUC were queried as follows:

To
to what

what extent are the following goals important to you, and

extent has your major program met them?

Basic educational goals

1.

Gaining a thorough understanding of the subject matter.

Providing training in critical thinking and analysis.

Providing a broad, general, humanistic or person-centered

education.

Promoting social responsibility and developing skills

useful in the community.

Advanced education and career goals

5.
6.

Preparation for graduate or professional school.

Preparation for a career.

Figure A (page 15) plots the importance CNR students, and
undergraduates in general, place on each of the six goals; and
plots the extent to which CNR students, and undergraduates in

general,

goals,

judge their program has enabled them to meet each of these
The distance (differences) between the pair of plotted lines

for CNR students (solid lines), and pair of plotted lines for
undergraduates in general (dotted lines), can be taken to indicate
the difference between students' goal expectations and the degree
to which they feel that they are being met. Thus, the differences



Figure A. SELECTED EDUCATIONAL GOALS. THE IMPORTANCE PEOPLE PLACE ON
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Table A IMPORTANCE OF SELECTED EDUCATIONAL GOALS, AND
THE EXTENT TO WHICH PROGRAM HAS MET THEM
]
CNR SOC. SCI. JLIFE SCI. HUMAN. _ ALL PROGRAMS(40)
goal imp. | Ri {met | Ry { diff.{ Ryff imp. | met || imp.| met | imp. | met §imp.| met -5%%99- ge%¥
, ' “met  [diff.
1.Understanding '
Subject Matter(1) 4.6 [1 [4.1}1 |-.46 |5 ||4.4 |3.8] - - | - - 4.3 |13.814.1-4.6| -.60
: 3.3-4.1
2.Critical Thinking [4.5 |7 |4.2]2x|-.32 | 3*la.4 |3.8)]4.3 ] 3.6)4.4 {3.6]4.3|3.6]4.1-4.7|-.67
& Analysis I 3.2-4.4
3.Broad, Humanistic 4.5 |3 [4.5}2 |-.03| 2 }f4.3 {3.7[/4.0 | 2.7]4.4 | 3.344.2 | 3.2]3.6-4.7]-.98
Education 2.0-4.7
4.Social Respons./ [4.3 | 4*[4.3}1 [-.03 |1 {{4.1 |3.2§3.9 ] 2.6}3.82.2014.0 ] 2.8(3.3-4.6] -1.23
Community Skills ' 1.8-4.3
1-4. AVERAGE 4.5 F1* 14311 (-.21 11 f14.3 | 3.6}4.1 ) 3.0}4.2 | 3.0}4.2 [ 3.3 --- -.87
5.Grad/Professional |3.4 139 })3.2}34|-.17| 8|{3.8.|13.414.2 | 3.6 3.7 | 3.243.9 | 3.5|3.4-4.5| -.47
School Prep. 2.9-4.1
6.Career 4.0 [24{3.504 |-.43( 3*fla.1 | 3.104.2| 3.1}3.8|2.4]4.1 | 3.0]2.9-4.7] -1.15
Preparation 2.0-4.1
(1) Data on Understanding Subject Matter available only fon 14 Social Science nelated programs .
Key: imp = .importance of goal to sfudents; met = extent to which progrnam has met goal; = nank of CNR

among all proghams on importance of goal; R
has met goal; Ry = nank CNR among all pregrams in teams of the amount of diffenence between Amportance of
%ent to which progham has met the goal; diff = difference between impontance of goal and the

goal and the ex

= nank of CNR among all proghams on extent

"1,

which pnogram

extent to which prognam has met the goal; Range = the Lowest and highest program mean fon imp and met; Scale
40 proghams §rom

= five points from 1-veny Low to 5-very high, all scale scones neported in means; Programs
Social Sciences and nelated (14), Life Sciences (18), and Humanities ().
Libernal ants goals combined and nan

nank (within +.01 difference).

e

1-4 Average

means fon fourn
k of CNR among all programs fon combined means. * = indicates ties in
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between CNR students' goal expectations and the degree to which they
feel they are being met can be easily visually compared with the
same data from U.C. undergraduates in general.

Table A (page 16) presents the means and differences for CNR
and for each of the ARU-ASUC surveys separately, as well as the
overall means and differences for all programs combined. In
addition it gives the rank of CNR among all of the programs surveyed
for: the importance placed on each goal; the extent to which the
program met the goal; and the size of the differences between
expectations and the degree to which the program was judged to
be enabling students to meet the goals.

Basic educational goals. The CNR program stresses each of the
four basic educational goals fairly equally. Few other programs
at Berkeley give substantial and equal weight to each of these goals
in their program. U.C. students' responses to these questions
(see Table A) corroborate the objective statement made above. That
is CNR stresses: (1) A broad interdisciplinary background to enable
people to identify and understand environmental problems; (2) The
essential skills in critical thinking and analysis to achieve one
above and to develop effective solutions; (3) Taking social respons-
ibility and developing skills to work in the community to contribute
to the actual solution of environmental problems; (4) A humane
education that respects each person's dignity and worth.

An examination of the data presented in Figure A and Table A
yields the following results:

Basic Educational Goals

CNR students, as a whole, see each of these goals as having
high absolute 1mportance for them (a mean of 4.5 on a five point
scale). In addition CNR students ranked flrst among the forty
programs surveyed in terms of the overall 1mportance of these
goals to their educational experience (ayerage across the four

goals).

CNR students, as a whole, judge the extent to which CNR has
enabled them to meef—each of these goals as very high in an
absolute sense (mean of 4. 3 on a five p01nt scale). In addition
CNR students again ranked first among the forty programs surveyed
in terms of their judgement of the extent to which their program
enabled them to meet these four goals (average across means for
'extent met' of four goals).

CNR students, as a whole, have been able to meet their
educational goal expectatlons in these areas very well in CNR
(i.e. the differences between 'importance of goals' to CNR students,
and the extent to which they judge the CNR program is enabling them
to meet them are very small absolutely and relatively). Additionally
CNR once again ranked first among the forty programs surveyed
having the smallest average discrepancy between goal expectations
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and the extent to which their program met each goal (average
across discrepancy for each .goal).

In summary, CNR stands out as the number one program in terms
of the absolute importance placed on these basic educational goals
by its students; in terms of the absolute extent to which they
judge the CNR program is enabling them to meet these educational
goals; and in terms of “the CNR program's ability to enable them
to meet their own expectatlons for each of these goals. Thus, it
can be concluded that the. goals stressed and realized within the CNR
program are more congruent with the importance of these goals to
students. in CNR than for any other program surveyed (taking
probable errors into account, at least among the top couple programs).

Advanced Education and Career Goals

The CNR program is,. in essence, a broad interdisciplinary
education focused on the environment. Within this general framework
students are free to choose their own directions with guidance
. and support from the CNR community. This is explicit in the last
Academic Review of CNR that serves as the program's current mandate.
It states, "It should be made clear that the major provides a
generalists' background to conservation, but that it is not designed
to prepare students for specialized resource management positions
(Messenger Report-1974, page 1)." A more precise and operational
reading is that CNR does not 'automatically' prepare students for
either specialized careers, or for advanced education in either
graduate or professional schools. However, students are free to
choose to do either, or to simply gain a broad general education with
a focus on the environment. Rather than giving students direction,
CNR attempts to provide a milieu which enables students to system-
atically determine and refine their own directions within the broad
framework of the CNR program. This is a relatively unique stance
for programs at Berkeley and must be understood in order to interpret
the data about advanced education and career goals.

Preparation for Graduate or Professional Schools

CNR students, as a whole, rated the importance of this goal
roughly in the middle of the scale (mean of 3.4 on a five point
scale). This merely reflects an objective fact. That is, about
half of CNR's students intend to seek advanced education at some
point in the near future after graduation and prepare themselves
for this eventuality; while the other half of CNR's students have
neither the desire nor the intent of going on for advanced education
in the forseeable future, and prepare themselves in many diverse ways
for their lives after graduation. The University is obligated, both
because of the reality of what its undergraduates do after graduation,
and by its charge from the state of California, to serve both groups -
those who continue their education, and those who enter the job market
after graduation. CNR ranked near the bottom (39th out of 40) in
terms of the importance students placed on 'preparation for graduate
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or professional school'. In short, persons who rated this goal

high were cancelled out by those who rated it low. Both groups were
responding appropriately given their very legitimate educational
goals within CNR. A considerable body of evidence, which we will
review in this study, suggests that CNR students have a much clearer
idea of where they want to go with their education at U.C. taan
students in general across the campus. For example, CNR students
were in the upper quartile (ranked 8th) of the programs surveyed

on the degree of discrepancy (high end of scale equals the smallest
discrepancy) between goal expectations and the extent to which the
program was meeting their expectations. Tais relationship can be
clarified by citing another program that has a similar pattern.
Business Administration students ranked near the bottom in the
importance they placed on the goal of advanced education (38th),

and ranked at the top in terms of the smallness of the discrepancy
between expectations and the extent to which the goal was being met
(1st). In a fashion similar to CNR students, undergraduates in
Business Administration have a relatively clear idea about whether
or not they want to start a career, usually in business, immediately
after graduation, or continue on for advanced education. They too
are split evenly between these two reasonable and legitimate choices.

Fourty-five percent (52% of the women, and 40% of the men) of
CNR's graduates from the classes of 1971 through 1979 have gone on
for advanced education. This figure is comparable to other undergrad-
uate professional school programs with similar career dynamics.
Fifty-eight percent (55% of the women, and 62% of the men) of all

C.C. graduates during approximately the same time period (classes of
1971, 1974, and 1977) went on to advanced education. CNR women appear
to have overcome much, if not all, of the discriminatory aspects of
advanced .education that affect most U.C. women graduates.Zventually
larger percentages of both CNR and U.C. graduates will earn advanced
degrees or credentials due to the time lag that frequently occurs
between receiving the baccalaureate and entering advanced education
programs. Detailed data and discussion will be found in PartVIII ”The
Advanced Education, Careers, and Lives of CNR graduates." o

Preparation for a Career

Again we find CNR students placing relatively low importance
on this goal (ranked 24th), but reasonably high importance in an
absolute sense (mean of 4 or 'high', on a five point scale). One
of the intriguing findings that emerges is that though CNR students
place relatively low importance on 'career preparation' as a goal,
they rate CNR high relative to other programs on the extent to
which it is meeting this goal (ranked 4th). The discrepancy between
'goal expectation' and 'extent program is meeting' is also relatively
low for CNR (ranked 3rd). This is particularly noteworthy when
we realize that the discrepancy for CNR students is -.43 compared
to an average discrepancy for all programs of -1.15 between the
'"importance of career preparation' and the 'extent to which program
is meeting this goal'.

We can conclude that those students who seek to prepare them-
selves for careers in CNR judge CNR to be effective in helping them
to this end. Later data in this study will serve to further validate
this conclusion.,
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General discussion of data on basic educational goals and
advanced education and career goals. People in nearly all under-
graduate programs place high and essentially equal importance on
all of the basic educational goals (e.g. range of means 4.0 - 4.3).
In virtually every instance students' programs fall short on the
extent to which their goal expectations are being met (e.g. range
of means for 'extent met' 2.8 - 3.8). The largest discrepancies
are found in 'promoting social responsibility and developing
skills useful in the community', and in 'providing a broad,
general, humanistic education' (i.e. average discrepancies of
-.98 and -1.15 respectively). In contrast CNR students not only
rate all of the basic educational goals as very important (e.g.
1st among all programs), they judge the degree to which CNR has
helped them meet these goals nearly equally as high (e.g. 1lst
among all programs). This is especially true, relative to most
other programs, for 'social responsibility and community skills'
and a broad humanistic education'. In summary, CNR has more
fully and evenly satisfied, as judged by its students, the four
most typically mentioned 'liberal arts' educational goals, than
any other of the forty campus programs surveyed. ‘

Programs like CNR, with its flexibility and freedom of choice,
are often criticized, usually without systematic evidence, as being
too loose and not rigorous enough. The evidence from this set of
questions, and much of the data in the rest of this study, strongly
suggests the opposite conclusion. That is, CNR students highly
value basic educational goals, and they judge the CNR program as
enabling them to meet their goal expectations to an uncommonly
high degree. That an occasional student, or students, may misuse
this flexibility and freedom, and that these acts may at times be
highly visable, in no way invalidates the conclusion drawn from the
work of the overwhelming majority of the students in the program.
Conversely, many students take advantage of traditional programs
through various forms of cheating (e.g. cheating on exams, borrowing
or purchasing term papers from others, etc.) which all evidence 4
indicates is extensive, widespread, and once more on the increase.
These acts are usually not detected and are hence ignored. All
available evidence from which to draw inferences suggests that the
amount of cheating in programs like CNR, where students tend to be
trusted, respected and encouraged to learn cooperatively, as well
as allowed to fashion their own personally meaningful educations,
is substantially less than in traditional programs.

Considering the two questions on advanced education and career
goals leads to some interesting observations. Undergraduates, in

4, Forn background see WilZiam Browen's well publicized 1964 report on "academic
dishonesty" in which at Zeast half of his sample had engaged in one foam or
anothen of "academic dishonesty." Fon up-date see Chronicle gﬁ_HLghen Education,
Februarny 16, 1981, and senies of articles in The Dailly Californcan, Novembern 74,
25, 26, 1980. - .
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general, tend to rate the importance of these two goals equally

high (e.g. means of 3.9 and 4.1 respectively); and the extent

to which they are met relatively low, especially career preparation
(e.g. means of 3.5 and 3.0 respectively). The discrepancies

between 'importance' and 'met' were -~.47 and -1.15 respectively.
Thus, U.C. Berkeley, in terms of students' judgements, is doing

a relatively good job of meeting students' expectations concerning
preparations for advanced education (e.g. the lowest discrepancy
among the six goals); but a relatively poor job of meeting students'
expectations for career preparation (e.g. the second largest discrep-
ancy). In contrast, the CNR program seems to meet its students'
expectations in these areas reasonably well (e.g. discrepancy for
advanced education was -.17 [ranked 8th], and for career preparation
it was ~.43 [ranked 3rd]). See Table A. The fact that only fifty-
eight percent (58%) of U.C. graduates from the classes of 1971,

1974, and 1977 were either attending or had graduated from graduate
and profe831ona1 schools in 1978 (the figures for CNR for a
comparable period are forty-five percent (45%)), indicates the
wisdom of students rating the i1mportance of these goals equally

high. That is nearly half of U.C. graduates (perhaps as low as
35-40% in the long run) never go on to graduate or professional
school. The University, as we have already suggested, has a
responsibility to meet the needs of these persons, too. CNR appears
to do this better than most programs, while at the same time

meeting the needs of those students who choose to prepare themselves
for advanced education (e.g. 5% of CNR graduates are in or have
graduated from medical school with special interests in environmental
health; 5% are in law school or have become lawyers with special
interests in environmental law; and 28% are in or have graduated from
Master's degree or PhD programs in many diverse fields).

In summary, CNR students see these basic educational goals
as being very important to them, and judge CNR to be effective in
enabling them to meet their educatlonal goal expectations in these
areas - more SO than any other campus program surveyed. Additionally
CNR students appear to have made relatively realistic choices about
advanced education and career goals, and CNR has helped them meet
these expectations fairly well, especially in comparison to other
campus programs. The sections of this study which follow will
further explicate these flndlngs

5. After Graduation

A brief overview of available data will round out the broad
picture offered in this part of the study before embarking on a
more detailed and in-depth examination of the CJR program and
its impact. The data that follows will be presented and discussed
more fully, as appropriate, in subsequent sections.

The later application of undergraduate education

1. CYP graduates. Ninety-six percent (96%) of CNR graduates
Teported that the broad understanding and solution of
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environmental problems played an active role in their
present lives.

2. CNR graduates. Ninety-one percent (91%) of CNR graduates
reported that the broad understanding and solution of
environmental problems was important in their work and/or
advanced educational programs.

3. CNR/QQ graduates. [U.C. graduates = a representative sample
of all U.C. graduates from Bachelor's Degree programs ]

Did you acquire knowledge or skllls as an undergraduate
at CAL which are of value in your work/studies now?

A. CNR graduates (Follow-Up Study 1880)..... Yes - 96%

B, U.C. graduates (Grad Survey 1978)........ Yes - 75%

Advanced education in graduate or professional schools

4, Enrolled in or completed degree or credential programs
in graduate or professional schools.

A. CNR graduates (Follow-Up Study 1980)........... 45%

52% of the women, and 40% of the men

B. U.C. graduates (Grad Survey 1978).............. 58%

55% of the women, and 62% of the men

Satisfaction with career or developing career

5. CNR graduates. Are you satisfied with your current or
developing career/work?

CNR Follow-Up Study 1980...................mean = 4,25%

Women.....ououeeee.. .. mean = 4,24%
(5)ES-51%; (4)S-30%; (3)IB-12%; (2)D-5%; (1)VD-2%

Men...... et ieeiannn mean = 4.,26%*
(5)ES-45%; (4)S- 40%, (3)IB-11%; (2)D-4%; (1)VD-0%

6. U.C. graduates (Grad Survey 1978). Overall, how satisfied
are you with your:

A, job working conditions? .........000 00 mean = 3.60%*%*

WOomen. .s v o vovoeoeeeenn mean = 3.55%%
(5)VS-22%; (4)S-34%; (3)IB-27%; (2)D-10%; (1)VD-7%

MeN . i v vt sttt anennnns . mean = 3,73%%*
(5)VS-28%; (4)S 37%; (3)IB-22%; (2)D-8%; (1)VD-5%
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B. future job prospects?. . ......uiiiunnnn mean = 3.71%**

Women . v.ov v v ittt i e enn mean = 3.47%%*
(5)VS-24%; (4)S—29%; (3)IB-27%; (2)D-12%; (1)VD-8%

Men...... e e e mean = 3.87*%*
(5)VS=34%; (4)S 36/0; (3)IB-19%; (2)D-7%; (1)VD-4%

*ES=extremely satisfied, all others same as U.C. graduates
**VS=very satisfied; S=satisfied; IB=in between;
D=dissatisfied; VD=very dissatisfied

College reconsidered

7. CNR/U.C. graduates. If you were considering college today
with the advantage of your present experience and
knowledge would you:

A. do it all the same?

CNR Follow-Up Study 1980. ... ..o esssoennnns 70-85%%

Grad SUTVEY 1078 . i v vt vt ittt e et e e e neueeenns 20%

B. take more courses in another aréa or areas?

CNR Follow-Up Study 1980. .. .. vivoenrnnns 10-20%*

Grad SUrvey 1078 . .. ittt et e e e e e et e eeeeans 47%

C. change major?

CNR Follow-Up Study 1980. ... ...t iiuetenuesnns 5-10%*

Grad SUIrVeY 1078, .t v vt v it e e e e s oaeoesoesonsas 30%

*These questions were not asked, as such, in the CNR
Follow-Up Study 1980, but were mentioned or alluded to
in the narrative responses on most questionnaires.

The judgements given above (probable lower and upper
estimates) were made by reviewing the questionnaires
and categorizing each one on these questions. These
figures should, still be interpreted with some caution,
though the general range is believed to be quite
accurate and is in keeping with the other available
data (e.g. overall satisfaction, etc.).
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Overall satisfaction witih undergraduate program/undergraduate
experience (presented again for ease of comparison).

8. CNR/U.C. graduates.

CNR Follow-Up Study 1980: All in all, from your present
perspective, how satisfied are you now with the education
you received in the CHR program?

Mean = 4.47 .
*(5)VS-61%; (4)S-29%; (3)IB-5%; (2)D-4%; (1)VD-1%

Grad Survey 1978: All in all, how satisfied were you with
_ your total undergraduate experience at Berkeley?**

Mean = 4.02 (adjusted to a five point scale)
*(7)VS-31%; (6)S-33%; (5)SS-14%; (4)N-9%; (3)SD-7%;
(2)D-3%; (1)VD-3%

*VS=very satisfied; S=satisfied; SS=somewhat satisfied;
IB=in between; N=neutral or mixed feelings; SD=somewhat
dissatisfied; D=dissatisfied; VD=very dissatisfied.

**We have already indicated that the question asked U.C.
graduates tends, on the whole, to elicit more positive
responses than the one asked CNR graduates (see Footnote
#2, page 9).

Discussion of after graduation. On every available index of

long term satisfaction and value in careers and life, CNR graduates
stand out with both absolutely and relatively high indices.

For example, ninety percent (90%) of CHNR graduates are satisfied
with the education they received in CNR from their current
perspectives; in comparison, seventy-eight percent (78%) of

U.C., graduates in general indicate that they were satisfied on

a similar question that yields more positive responses than the
one CNR graduates were assessed on. Ninety-six percent (96%)

of CNR's graduates reported that the central purpose of CNR's
program - the identification, understanding, and solution of
environmental problems - played an active role in their present
lives. Similarly, ninety-six percent (96%) of all CHNR's graduates
said they had acquired knowledge and skills as undergraduates in
CNR that are of value in their present work; while in comparison,
seventy-five percent (75%) of U.C. graduates in general answered
"yes"" to the same question. Approximately eighty percent (80%)

of CNR's graduates indicated that if they had their undergraduate
education to do over again they would do it essentially the same
way; while only about fifty percent (50%) of U.C. graduates in
general indicated they would do it essentially the same if they had
it to do over again.
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Fourty-five percent (52% of the women; 40% of the men) of CNR's
graduates went on to advanced education; compared to fifty-eight
percent (55% of the women; 62% of the men) of all U.C. graduates.
CNR women graduates have achieved at least equity with CNR men in
going on to advanced education at a greater rate than CNR men in,
principally, traditional male fields.

Eighty-three percent (81% of the women; 85% of the men) of CNR's
graduates are satisfied with their current or developing careers;
compared to between sixty-one and sixty- three percent (53%-56% of the
women; 65%-70% of the men) of all U.C. graduates responding to
similar but not identical, questions. CNR women enter traditional
male professions at the same rate as CNR men. CMNR women are nearly
as satisfied as CNR men, and substantially more satisfied than U.C.
women, who are significantly less satisfied than U.C. men.

CNR women in all indices after graduation have more nearly achieved
equity with men in advanced education, careers, and satisfaction in
current or developing careers, than U.C. women in general. Tais is
particularly impressive because CNR women and men graduates tend: to
enter fields that have been traditionally male dominated. This data
will be developed and discussed in detail in Part VIII -The Advanced Educa-

tion, Careers, and Lives of CNR Graduates.

In summary, CNR graduates' education has served them very well in
careers and life. Their education, in comparison, has been substantially
more effective than that of U.C. graduates in general. Especially
significant is the fact that CNR women, unique for campus programs,
have achieved equity with CNR men after graduation in traditionally
male fields. All of these findings will be explored in more detail in

later sections of this report.

In Conclusion

We have presented a broad picture of the nature and impact
of the CNR program on the educations, careers, and lives of its
participants both while they are in tahe program and after they
graduate. The nature and sources of the effectiveness of the
CNR program will be explicated in each of the subsequent sections

of this study.

Before passing on to a more detailed examination of CHR. a
few statements from its students and graduates will infuse life
into what has been developed thus far:
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Statements from undergraduates

"...the CNR program has encouraged us to be 'spontaneous, Lndependent,
yet nelated to each other...,' %o grow personally, and Zo choose a 'Life of
action'. To the CNR szudent who might ask 'What job can 1 do?' the question
48 neﬂmmd 'What purpos eful activity do you see happening around you that
you would Like 2o get 4nvolved 4in?'...[she goes on to reflect her perception
of the attitude of the faculty and staff using their own voice] 'T want to
Ly to find an atmosphere where they [CHR students] can Learmn. T would Like
them to be able to necognize their own wonth.'"

"CNR's integrated approach to education is indeed the ultimaie in
educational process. This approach, if properly followed, allows the /sz:udent
to understand, anatgze and develop remedies to oun current probLems.”

"1 doubt very much if 1 could be in any other program at CAL, particularly
as an undeﬂgnadua,te 25 yearns ofd with several yeans of work and uée experiences.
In fact...T'm positivel™

"CNR as an aLte/ma,téue Lo the maimstream cournse of siudy at CAL Lakes
on added {mportance as a refuge for those of wus who function as Asquare pegs
in the round holes of University education.”

"CNR has provided a creative outlet in this University, and has helped
me 4feel much Less alienated.”

"In a world of problems, CNR {8 committed to social change and the
furtherance of Lige on Eanth - What more can 1 say?”

With respect to CNR's emphasis on practice: "Hands-on experience with the-
many swctivies 0§ problem solving in Bernkeley politics and 4in CNR itself alds
the more academic abilities of cournse work."

"Without a doubt this program has fulfilled my needs from when 1 was
st aceidentally thrown in the coflege as a “uwnsfer. 1t has given my Life
a direction and at the same time has given me something 1 want to be monre
educated about."

Statements from graduates

From a man who graduated in 1974 and is a freelance naturalist and
educational consultant: "It [my CNR experience] was one of the moszt exciting
events in my Life. 1 am L not through with it, the network extends o
myriads of people who are educatorns, artists and envirommentalists. The
process continues..."

From a woman who is a physician in family practice ('73): "I wanted a
broad community based understanding of the environmental, social and political
aspects of Amernican Life to form a basis on which 2o thain in medicine and
place my work in proper focus...CNR was Zhe only majon on campus Znat allowed
Jme 2o desdign such a major in conjunction with the more technical couwrses
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necessary ferh pre-med. ..
In summary, my enthusiasm 4or CNR L& based on Zhe opportunity provided

me Zo:

1) develop my own program - which was rich and wseful to this day.

2) develop a broad perspective on healtnh Zo set my Zechnical trhaining
nto a useful §ramework.

3) a supportive environment that allowed me to continue to optimisiically
pursue an education relevant to me."

From a man ('79) working for a Ph.D. in Sanitary Engineering at U.C.
Berkeley, who is also a research assistant at Lawrence Berkeley Laboratory:
"CNR is a very dmportant component of the Unlversity. The major allows people
that are searnching §or different ideas and Lifestyles to become educated and
thained, Many szudents who are not "dumb" but fust don'zZ want BioLogy Plan C
can challenge their creativity, and explore alternatives that will ald them-
selves, soclety, and the wornld. In all natural systems the opiion of change
and/on reappraisal and creativity L8 essential to Zhe survival of a group.”

From a woman who is the director of a Learning Development program at
an Oregon Community College and currently on leave while undertaking an advanced
degree in education in Great Britain on full scholarship: "CNR's holistic
philosophy has been a mainstay in my Leadersnip capabilities and all of my
endeavors...I'm a far more analytical and synthetic thinrer as 1 pursue
advanced interdisciplinary studies."” (a 1974 graduate)

A young disabled woman who graduated from CNR in 1976 has gone on to
become one of the world's leading authorities on recreation for the disabled.
While she was in CNR she founded Berkeley Outreach Recreation Program (BORP)
as an integral part of her educational program. This program (BORP) made
natural environments and other individual recreational choices accessible to
disabled people for the first time, and has become internationally renowned
for its pioneering work. She has continued her studies here and abroad, always
with full scholarships won on merit. Of her education in CNR she writes:
"o.omy framework forn focusing on issues neglects my CNR education. 1 see Zhe
problems and potentials of the disabled population as part of Larger interrelated
issues. .. [CNR] enabled me to undenstand other complicated issues in my f§Leld,
by viewing these issues in theirn soclal, economic, and political contexts.
...1 wondered L4 my CNR degree would be oo vague when competing with
Daditional recreation mafors. Yet when compared with Masterns and PR.D.
students from all overn the U.S. with traditional deghees, my accomplisiments
which T achieved as a CNR student, proved Zo be o4 more importance Lo Znose
glving educational grants Zo recreation students...[in commenting about the
democratic character of CNR] This confidence in having contrnol of decisdions
and being an independent thinker allowed me to initiate programs in the community,
wiite proposals, organize alternative types of programs, become a Leader 4nszead
0§ a followen, and has glven me confidence to pursue Ldeals and create challfenges
gon myself...to become an effective 'change agent'. [on advising] My advisors
were avallable at all times To discuss my cournses and offered support and
cuitical neflection about the choices T was making. None 04 my other educational
expencences outside of CNR have ever been as supporiive as CNR! When 1 decided
cowwses 1 wished 2o take my advisor made me- feel that T was in control 0f
my education and respected my opinions. While at the same time he made me
neflect and defend my opinions through citical analysis of my reasoning.

I can't thank the CNR Department enough §or allowing me Zo pursue my
educational goals. My Life has been 40 rewarding and challenging as a result
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0§ my experiences while in CNR. 1 sincerely belfieve that my Auccess and
sense 0f qulfillment are a dirnect result of my positive educational experience
as a CNR majon."

A minority graduate (1976) who has earned a law degree, and is currently
a graduate law clerk, and the recipient of the prestigious Reginald Heber Smith
Community Law Fellowship, writes about his education #n CNR: "The openness,
enengy and tuth-seeking drive of CNR people [faculty, staff, students]
allowed me %o share a sense of dignity and value...fo an othewdise unpopular
viewpoinkt. [His 'Area of Interest' in CNR was 'Urban Communities'] The CNR
philosophy and ecosystematical perspective is headily applicable to 'unrelated'
urban phoblems. This was/4is obvious in my work providing Legal assistance o
Low-Lncome Zenants, minornity issues that require ornganization and advocacy,
community organizing, and even s2raight Legal thouggt. ..[with respect to CNR
courses like the IDS-10 series, CNR-49, and CNR-149] The open discourse [in these
classes] was especially refreshing in a University where much of classrhoom
activity is staged in sXifling tradition...The Zoplcs of discussion significantly
challenged my creative enmergy...[with respect to advising] T had an especially
sensitive faculty advisorn who provided gudidance and rational suggestisns in
forming an area of study uncommon even within CNR. [on the later general
influence of CNR education] I have s.ince strived £o add quality to my Lige,
which includes my enviromment. In particlar, 1 have Led efforts to change
sdtuations with much success [he is an acknowledged leader in the Latino
community in San Francisco], because 0§ my sensitivity to the ecosystem and
L85 envirnonmental Limitations.”

A woman (1975) who has been variously an environmental consultant, lobbyist,
land-use planner, community organizer, ranch nhand, and is currently the Dean of
Continuing Education at a University in Southern California; and was recently
nominated for "woman of the year" comments on CNR's educational program: T think:
the foundation o CNR is the key %o success agtern graduation, the concept 0§
interdiselplinanism s vital. Just Lo think in a system has allowed me %o
advance further and faster than othens. Key Leadens in business, goverument,
and education need to think in an integrated manner. CNR should emphasize and
Luin Leadens forn top decision making careens and positions, whethen it be
environmental or not...the thinking pattern {8 ingrained and has served me quite
well - keep at i%tl...1 Learned how Zo s0fve real world sdltuations through other
people, achoss othern disciplines, how to neseanch issues, to question authorllty
when appropriate and to integrate my sRLLS and knowledge productively into
the 'system'...[CNR] allowed for a small supportive community amidst a Large
sometimes 'cold' university...l s2LL feel a strong connection to my majonr...

[on the value of CNR's freedom and flexibility]...I don'zt Like othen people
telling me what to do on dictating my activities. 1 needed the f§Lexibility

and T feel T wsed the opporntunity productively. [on the advising system]

Great! 1t took away the gap between faculty and student...l appreciated zthe
response 1 had, and s2LL have, with my advisorns...and the moral support ofgered.”

A 1977 graduate (male) who owns a Passive Solar Water Heating Business
reflects on the CNR program: "I §eel the CNR progham offens the kind of
education that oun society and wornld needs. Interdisciplinary phoghams, such
as this, should be expanded within the University which suffens grom over
specialization.and navwow definitions of 'education' and career opportunities.
We need more motivated, informed people effecting change in society, and the



e

CNR progham s the pernject catalyst toward these ends...[he responds with
respect to CNR's flexibility] An asset. 1t allowed me %o beccme a Leader An
a new fLeld.”

A woman (1977) who is a self-employed rancher offers these perceptions
about the CNR program: "The CNR interdisciplinary concept is5 an Lidea before Lts
time. 1 hope for the sake 04 the future, that schools and their admindisirations
widl undenstand the need forn 'whole' person-minds. That is, people who hink in
tems of the total rathen than Zhe specific. Many students .in ne more traditional
majons never have an opportunity o even come in contact with ideas difgerent
than what 45 Zaught in thein specific major. Too bad, because think of all the
good arguments and discussions one could have Lf more persons could come together
under the roof of higher education. [on CNR courses] Most vividly, the IDS 10
serdies stands out as the best...it was my §inst exposure to such nigh quality
speakers and guests. These concerned people really made me stop and take a
real Look at the world., Befgore [the IDS 10 series] I §elt I was Looking at zthe
wordd through hose colored glasses.”
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Part II. Curriculum and Teaching

Though we can think of the objective manifestations of
"curriculum' as those aspects of the CNR program that are called
courses (e,g. regular courses, independent studies, student initiated
courses, field studies, and internships); when we view the program
from the perspective of its impact on people's lives, 'curriculum'
cannot be so readily separated out. In individual or collective
instances, when the program is functioning well, all of its aspects
interpenetrate to form a systematic and coherent whole - a holistic
education within the facilitating and supportive framework of CNR.

Part II consists of five sections: 1l)Interdisciplinary Study;
2)Flexibility and Responsibility; 3)Courses and Teaching (A-Regular
Courses and Teaching, B-CNR Required Core Courses, C-Independent
Studies, including Internships); 4)CNR Students' Grades; 5)Grants
and Awards.

1. Interdisciglinarz Study

"The trouble with oun times is that the future is noz
what Lt used %o be.” _
Paul Vallery, French poet

"Science presents sernious social problLems for all of
us, but scientists narnely present solutions. 1t 4is
"people'- nonscientists - who support and by that
support make possible science and its applications.
1t 45 these same people who must come 2o grnips with,
and Live -(orn die)- with, those problems. They even
more than sclentists, must come Zo realize that they
bearn the responsibility for the problems, and must
somehow Learn %o control science and the Zechnology
LT spawns L§ they are o survdve...the general Level
0§ sclentific Literacy (a general non-mathematical
understanding of enough of the content and method of
the various sciences o match our 'Literacy' in the
other important aspects of Life) is woefully Linad-
equate for Life in a scientigic age.

We must twwn to our general education process at
everny Level, grom kindenganten Zo college, with '
technology and humanism integhated into a common :
cuwltine, 4§ we are to glourish - even Lo survdive -
in these pernilous times." ‘

Robert R. Wilson, ‘
’ Professor of Physics,
Columbia University;
former director Research Division o
Los Alamos Laboratory - 1981. (.



The purpose of this section is not to develop the underlyving
rationale for an interdisciplinary or transdisciplinary education
but rather to stress its relevance for our times and to examine
how it affects persons who are, or have been, in the CNR program.
The basic rationale and epistemology have been well presented in
many places.d We have already noted how interdisciplinary study
lies at the heart of the CNR program. In this characteristic
alone CNR is quite distinctive. Interdisciplinary studies of all
kinds accounted for only 3.7% of the Bachelor's degrees awarded by
American colleges and universities in 1977 (up from 1.8% in 1972).6

The value of an interdisciplinary education in these times
can not be overstated. Two general conditions stand out: 1) the
increasingly complex and critical state of our contemporary world,
and 2) the accelerating changes in societal needs, and their

reflection in shifting job markets.

The world is becoming increasingly complex, indeed well-nigh
incomprehensible. George Bonham, chairman of the National Task
Force on Education and the World View, states; '"We are dealing
with a puzzle of extraordinary magnitude...we now witness an
entirely new stage in world development; and yet we hardly see it
at all. We fail dismally to unhook ourselves from ideologies that
are no longer consonant with the new motor forces of world events.
We stubbornly cling to easy dichotomies - East-West; Capitalist-
Communist; the haves and the have-nots - and we fail to see the true
world of vast new multiplications of cultural forces in which the
old ideologies are not only incorrect, but keeping them may lead

to disasterous consequences.”7

The challenge for Americans to develop a broad (interdisciplinary)
understanding and world view consistent with current realities
presses upon us even as events continue to consume us. For example,
Cyrus Vance, former Secretary of State, in a recent speech at
Harvard stated that: "...if, blinded by the new nostalgia, we fail
now to shape our future, the puzzle will be [for future historians]
why we reacted against change in the world and did not seek to shape
it. The historian will then conclude that ours was a failure not
of opportunity but of seeing opportunity; a failure not of resources
but of wisdom to use them; a failure not of intellect but of

understanding and will."

5. For example, Aee formern U.C. Regent Gregohy Bateson's book Mind and Nazture
(E.P. Dutton, N.¥.: 1979), especially his memo to Zhe Regent's Commitiee on
Educational Policy in the appendix (page 217-226) dated July 20, 197§.

6. National Center forn Educational Statistics, Diges o4 Educational Statistics,
1975, 1978.

7. Geonge W. Bonham, Education and zthe World View, Change - The Magazine of
Learning, Vol. 12, No. 4, May-June 1980, page 2-7.
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Increasing numbers of CNR students are rising to this challenge
through the courses and independent projects they have chosen, far
in advance of the University's ability to respond in a programmatic
way. Many of the key issues of our time, that have profound local,
national, and global significance, are the challenges that CNR
students and graduates have accepted - energy, natural resources,
health, environment, food, population, human rights, and technology.
These topics do not fall readily into the established framework of
academic disciplines. CNR students, for the most part, are note-
worthy exceptions to college students in general, who are woefully
ignorant about the world they live in.8 Interdisciplinary knowledge
concerning these key issues is critical for our survival and the
planet's abilitx to sustain human life.

CNR students and graduates in evaluating the 1nterd1301ollnary
aspect of their education repeatedly stressed how much they valued
their development of a systematic and broad world view. A free-
lance writer (1972) comments; "1 wanted a broad <inZerdisciplinary
education and 1 got one. 1 wanted a sense of undersfanding what
was going on in the world...Interdisciplinarians must blaze thedinr
own trail in the economic jungle...there is nisk of despair 4in
gacing environmental problems. 1've seen fine minds totally blown
out by this - but not in CNR, since people Learn specific ways 04
dealing with specific problLems." A 1979 graduate states that:
"the ‘progham develops a very good muliti-factornial analysis within ,
which one can attack a wide vardety of internelated Lssues.”
'CNR students, on the whole, tend to develop this understanding '
within the context of an emerging “ethical position which is
essential to the rational exercise of one's social respons1b111ty !
as a citizen of a democratic society. An alumnus who is in an
interdisciplinary graduate program in the social sciences states
it this way:"One 0§ the shining virntues of CNR L8 iZs commitfment (
Lo the necessdity of an interdisciplinary approach. 1% L& Zhis i
commitment which provides CNR students with a way Zo undernstand “
and deal with specific envirnonmental problems as well as the Lanrgenr
soclal-ethical issues." Others expressed this sentiment in much
more concrete ways. For example, a woman (1977) who teaches in
an alternative elementary school says; "I found mysel§ Ltrying %o
recognize all intenesits involved in a problem, and, also, %o
understand what motivated these interests. Such knowledge, coupled
with the scientific/technical will result in a more agreeable
compnomiéa...I §elt verny secure [in the CNR communityﬁ knowing
that 1T wasn'zt the only pernson thying to make the world betten.
I came %o neaﬁ&ze that my dreams are pOéALbZQ in the fLelds of
education.

8. Educational Testing Service, What College Students Know About The World,
Council on Leawning, New York, 1987

9. In many instances when reporting graduates' assessments we will include

more than thein comments on Zhe dpecific question at hand to provide both context
and a betten sense of the overall impact of CNR in each individual case. They
nepresent a cumulating body o4 data as an integral part o4 this study and analysdis.

TN
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Linked with a broad understanding in an explicit ethical
context we find that students are also developing a whole new
way of thinking about problems and the world. Students and graduates
variously referred to this phenomenon with phrases such as 'systems
thinking', 'holistic thinking', 'integration and synthesis', 'how to
ask the right question’, and 'being able to study many contributing
factors and bring them together in a single perspective'. One
systematic development of this mode of thought can be found in
Gregory Bateson's previously cited book Mind and Nature. Many
graduates believed that gaining this perspective was the single most
valuable aspect of their CNR program. A woman attorney (1974) is
emphatic; "I Learned a whole new way to think!!...1t has to do with all
Legal problems - not just environmental Law." Another self-employed
woman who prepares environmental impact reports on a consultant
basis says: "The most valuable Lesson [ I learned in terms of] my wonrk
forn the past nine yeans."  While a 1976 graduate who has earned an
interdisciplinary Master's degree in the social sciences and is cur-
rently a candidate for an interdisciplinary Ph.D. in Human
Development and Aging at the University of €California, San Francisco
puts it simply; "A systems approach L8 basic to my intellectual §ield and
Lige.” A man (1976) who consults as a Policy Analyst reflects
as follows; I entered the CNR program with very Little knowledge of ecologi-
cal processes and problems, and 1 was surprnised at how fast 1 was able to
grasp a good understanding of these concepts through the CNR program. 1 was
also impressed that social, -economic, and political phocesses were emphasized
as much as naturnal ones, with the zsr,u.den,t having Zhe option to pursue any o4
these in depth...1 have’ found the comprehensive approach o analyzing a phoblem
directly app&.cabi’_e o my present occupation as a policy analyst." He goes
on to say, " ...{if I ever have children 1 hope they have the opportuwnity Zo
participate in a program Like CNR." Some graduates, like the following
independent film maker (1976), while noting the career limitations
for people with a broad interdisciplinary education, are apocalyptic
about its vital place in the world; "In this day when employers are
seeking specialists, a CNR student who recelves a well-rouwnded education in the
sclences 48 at a senlous disadvantage. On Zthe other hand, the day 48 coming
when aliernative sclentists, wrnitens, engineerns, ete. will be urgently
needed to save the world, and CNR has Zo stand and bow o the applause for
working so0 diligently on this mattern."

CNR students and graduates tended to realize and appreciate
the fact that CNR often simply laid the base on which to build a

specialization in either their careers, or advanced education.
For example, a 1975 graduate who is a Systems Analyst for a
computer firm states; "I began developing an undernstanding - 1 believe
At Zakes many years 4in zhe 'real’ workd to tuly undenstand the complexities
0§ environmental problems...both environmental and computer problLems require
a systems approach; L.e. the effect of a small change may aliern the entine
system in an unpredictable manner."




The interdisciplinary background available in CNR, which
students were encouraged to anchor in a pr1n01p;ed ethlcal ground,
has led many to pursue careers and studies where they are making
conscious positive contributions to the world which would not have
been otherwise nearly as possible. An examination of a few graduates
will concretize this. A 1974 graduate who is now a clinic physician
in a rural health center in Alabama, was an undergraduate concerned
with developing 4 broad interdisciplinary understanding and '"ecological
approach to health and disease.'" As an undergraduate he created an _
internship for himself that allowed him to visit and extensively
observe a dozen rural helath clinics around the country, and study
their character and problems and how they were attempting to solve
them. This experience was seminal in his education. CNR enabled
him to develop the essential understanding and commitment to meet
the health needs of the rural poor. This would have been virtually
impossible in a standard pre-med program. He states; "I didn't
want to be an ondinary pre-med student Locked into some stenile proghram with
no nelevance to anything but getting into med school.” His broad systems
approach, even today, extends widely as his position as a physician ;
is an integral part of a larger effort - the pioneering Elk River
Development Agency - whose comprehensive program includes solar !
power development and [cooperative] agricultural marketing.

A woman (1972) who has just completed her Pa.D. in Geography |
at U.C. Berkeley, and whose Area of Interest while in CNR was
Biogeography provides another outstanding example. She is embarking
on a career in the field of international environmental and develop-
mental issues._ In CNR she developed a solid background in the
biological sciences, earth s01ences, and the social sciences. '
She says, "this was deguu,te,ey superion to selecting one on the othen
[biology or geography as a major]." During the past four years she has i
been undertaking research on the exploitation and conservation of '
natural resources in a tropical country (a Tropical Science Center
in San Jose, Costa Rica), while at the same time acting as a con- \
sultant to A.I.D. on conservation of natural resource issues for ;
over a year. This woman who was the keynote speaker at the College i
of Agriculture's graduation ceremony in 1972 comments about her CNR
education; "...I feel now, as then, that our major L5 necessary, with all Lits
present §Lexibility, for the creative and diversified Learning essential o
futine careens involved with the analysis and resolution of environmental
vroblems. This intendisciplinarny and innovative major, now a decade old,
desenves to Live on. Viva CNR!"

A more recent example is a 1977 graduate whose subsequent work
once again, illastrates the unique interdisciplinary potentials of |
CNR. While an undergraduate, her Area of Interest was 'Demography - |
Populations Studies'. She states; "I feel T got a good grasp of the
rnelationship of population to environment, dociety, and the economy...My program a
at Cal was both well-rounded, yet specific in my particular area...l got excellent }
taining. . .1 went into gmduwta school fan betten prepared than anyone else
in the 5¢e£d 0§ population. 1% was only twwugh CNR that 1 could [accomplish r
this ]...the macro approach Zo problem solution wnich 1 was exposed to in 1DS-10 ,



-35-

and CNR-149 18 hare among underghaduate majors. 1 did not feel that zthe stereo-
Lypieal env.ironmentallst viewpoint was the only approach offered...1 appreciated
that the social aspects of a problem were considered @b well as economic and
"environmental' , She has a Master's degree from the University of
Chicago, and is currently completing a Ph.D. with Kingsley Davis,
one of the world's leading scholars in her field, at the University
of Southern California. Her interdisciplinary education in CNR
has assisted her in bringing fresh perspectives to the problems in
her field. Her concern is with macro issues in population studies -
e.g. racial and ethnic conflict, income distribution, economic
development, and its social and political consequences. "My work
involves 'social consclence’.. My dissertation will concean the impacZ 0§
foreign aid and L{nvestmenzt on Mexxcan development. My concerns are the
analyses and promotion of development (noZ westernization) in Latin America."
During her period in graduate school she has participated in and
conducted developmental field studies in El1 Salvador, Guatemala,

and Nicaragua.

One more example of the distinctive contributions of CNR's
interdisciplinary program to the creative solution of significant
social-environmental problems is the work of the woman who has
become a léading authority on recreation for the disabled. She
was quoted in some detail in the previous section (see page 27).

"My gramework for focusing on Lssues heglects my CNR education. 1 see the
problems and potentinls of the disabled population as part of Larger inzer-
related .issues... [CNR] enabled me %o understand ozther complicated Lssues
in my field in Zhein social, economic, and political contexts.”

She makes it very clear that the breadth she gained in CNR, in
conjunction with her socially responsible involvement in the commun-
ity as part of her CNR program, provided the background and insight
that allowed her to make pioneering contributions to the recrea-

"tional needs of the disabled (see page 27 for more detail). These

were solutions and the development of programs recreation professionals
from hundreds of traditional undergraduate and graduate recreation
programs all around the country had not been able to either
conceptualize or enact in practice.

The picture that emerges from these CNR graduates, and from
many others who will be cited at length as this study evolves,
is one in which persons have gained a broad interdisciplinary
understanding of the world they live in which has yielded rich
consequences in n their later careers and lives. 1t is interesting
to note that a large percentage of CNR students construct for
themselves a much broader general education than most students
in Letters and Sciences gain (e.g. see data on pages 14-17).
What is perhaps unique in CNR, even among interdisciplinary
programs, is that this broad general education is set in the
context of “developing systematic knowledge, and analytical
and practical skills essential to both understand and solve




-36-

environmental problems (broadly defined). Nat just in theory,

but also in the arena of actually working to effect the solutions
in the world in socially conscious and responsible ways. ' That 1is,
the broad understanding is focused on enabling persons to under-
stand and to act responsibly to foster positive change in the
contemporary world. This was found to be challenging and empowering
by a substantial proportion of CNR's students and graduates.

Another major impact of CNR's interdisciplinary program is
the potential it prov1des for an effective mix between "academic
disciplines' and 'instrumental " programs ' in a flexible way that
meets contemporary societal needs, changing job markets, and the
traditional goals of a liberal education. LU Most' academlc
disciplines' do not lead to a distinct labor pool with a Bachelor's
degree, especially with the current scarcity of positions in education
at all levels that traditionally absorbed large numbers of graduates
from 'academic disciplines'.ll The instrumental programs', on the
other hand, tend to lead to one distinct labor pool, and these
programs are usually short on satisfying traditional broad liberal
educational goals. The current vocational trend in higher education
in the United States, which is reflected in increased demands for,
and enrollments in majors like'business' and 'engineering' at
Berkeley, poses a significant threat to the traditional strength
and prestige of colleges and universities in the United States.
Roger Geiger of the Institution for Social and Policy Studies at
Yale University states the problems as follows: '"No consensus
seems to exist any longer on the cultural content of general
education; the organizational imperatives of academic disciplines
are oriented toward the relentless pursuit of new knowledge, not
the integration or interpretation of what is already known; and
market forces seem to favor vocationalism regardless of its
validity. Yet, shaping the intellectual maturation of young
people and widening their cultural horizons has traditionally

10. 'Academic disciplines' are those programs in intellectual disciplines
Like history, physics, péychoﬂogy, ete. Yuat ane not explicitly fob specific
at the undergraduate !.eve,t 'instrumental programs' are those Like business,
forestrny, and engineerning that are occupationally specific.

1.  Thus, graduates from disciplinary programs who do not go on %o graduate ox
p&oﬁeéb&cﬂal school, and who cannot, or do not go into teaching, are thrown

o a single undcéﬁement&azed Labor pooZ 04 college graduates. 1In this pool
what 48 Learned in 'academic disciplines' .in the college classroom has Little
dirnect beaning on the activities of theirn workplace. ['academic disciplines
accounted for forty-two percent of all persons graduating from American
colleges and universities with Bachelor's degrees in 1977 (399, 100), down from
fifty-one percent (324, 900) in 1968 . This phenomenon phetty much accounts for
the fwenty-give percent of U.C. graduates in general, compared fo four percent
04 CNR grnaduates, who state that the knowledge and skiLLs they Leawned in
college are of no value in theirn present employment (see page 22).
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been the strength and mission of American undergraduate education...
this [ the current trend toward vocationalism on the one hand, and
increasing isolation of the research sector in elite institutions
on the other hand] is not an attractive prospect.'"12 The CNR
program appears to offer an effective antidote to the dilemma

posed by current trends in higher education in the United States.

The reflections of a 1978 graduate captures these possibilities
very well. "CNR {8 a bright spot of individuality and g§reedom shining in
the dark sea of conformity and repression in the Unlvernsity network...This
§Lexibility and freedom Ls very important in Ztoday's fast changing world.
Educational demands change much more rapidly than the university's responses;
in CNR the student can modify nis orn her own £i§ need be. This privilege,
this gfreedom of choice, should be foremost in the minds of all CNR sztudents -
they should not make chodices grivolously. Only through responsible planning
will CNR and {t8 students remain Lin such a nare sXatus." How has he cap-
italized on CNR's potentials? His Area of Interest in CNR is
characterized as follows: "Public Environmental Health. 1 incorporated
a broad avay 0§ physical and biological science counses with conservation and
rnesounce studies in an effort Lo gain a good undernstanding of environmental
health prnoblems, and theirn control and/or solutiens.” Currently he is
completing Optometry School at U.C. Berkeley, while at the same
time planning a research program on the effects of airborne pollu-
tants on visual performance. This is one more example, among many,
of how a CNR education combines in unexpected ways with traditional
professional school programs to address significant, or potentially
significant, environmental problems. These imaginative combinations
by their very nature, could hardly be predicted ahead of time and
accommodated in a pre-set program, not even in an interdisciplinary
one. i -

The business of a 1978 graduate illustrates a very different
combination of 'academic disciplines' and 'instrumental courses'
that led to environmentally responsible behavior that was derived
from a broad interdisciplinary understanding of environmental
problems. This graduate's Area of Interest was "related directly
2o [ his] thee business and how [he ] could continue to serve the community
while considerning all aspects of [ his] business's relationship to the
envinonment.” He is the owner of a moderate sized tree business
which prunes, plants, tops, removes and fertilizes trees for
private individuals and businesses in the East Bay. He goes on
to state; 1 desdigned my Area of Interest to allow me Zo considern all aspecits
0§ a business which works directly with the public and the environment. 1
wanted Zo find out how Zo do £t night (Li.e. run my business) in Zhe face o4
mounting environmental problems." How has this affected his business?
He reveals some of the effects in the following comment: "S.ince

12. Roger L. Geigen, The College Cuwniculum and the Marketplace, Change -
The Magazine e§ Learning, Vol. 12, Co. &; Nov-Dec £980, pp. £6-23. TS
anZicle contalins a discussion and analysis 0§ the Lssue we have been discussding.
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graduation 1 have been able to scale down my operation while doing an even
greaten volume o4 business. 1 credit the understanding 1 gained in CNR
concerning conservation of energy and materials with allowing me to 4ee
guturne problems and avoid them. My equipment is now more suited to the

jobeo.o T now use Less enengy and accomplish more.... 1t §eels good %o be a
CNR ghaduate!" Is this not as valid a use of a CNR education as
going on to gain a graduate or professional degree? CNR has
clearly met diverse needs uniquely and productively.

Several of the points we have been making and documenting
are succinctly summed up in a report written by Kim Hansen in 1977,
while she was still an undergraduate in CNR, entitled The CNR Student
and Work Hereafter. This report reviewed and commented on follow-up
material gathered from a substantial number of CNR graduates. From
the report: "The ones Zo be pitied in our society are those who have been 40
'specialized' that they become psychologically inhibited, thinking they anre
trained for merely one certain oceupation and that is what they must do. How
much individual personal growth is stunted by this way of thinking? There is
40 much potential within each human be&ng that ought %o be allowed Zo develop
~and bloom, in the process of ginding one's Life work...To the CNR student who
might ask, 'What job can T do?' the question is netwwned ' What pwipos e ful
activity do you see happening around you that you want to get Linvolved .n?"

The overall value CNR students and graduates place on their
interdisciplinary education, as well as the degree to which their
goals in this area were met, is reported in the previous section.
It is noted here that all indices were positive and absolutely and.
comparatively high (see pages 9-29). 1In conclusion, the inter- v
disciplinary character of CNR has been shown to serve important
contemporary educational and societal challenges in unique and
effective ways. The significance of this, and other aspects of
CNR, can be far more fully understood and appreciated by viewing
them as interpenetrating aspects of the whole. That is, each part
of this study will function to further define and explicate every

" other aspect to contribute to shaping a comprehensive picture of

CNR as it impacts the lives of its students and graduates. Therefore,
no section can stand complete on its own.

2. TFlexibility and Responsibility - including critique of academic
program

Flexibility is one of the key characteristics of the CNR
curriculum. Only “four of five specific courses are required beyond
minimal University-wide requirements: CNR-90 Introductory Seminar,
CNR-149 Senior Seminar, and the IDS-10 A,B,C series - an inter-

- disciplinary overview of environmental issues and problems (a
course from a wide range of alternatives can be substituted, and
frequently is, for one of the courses in the IDS-10 series).




Other specified areas within the course of study are broad
and offer students almost unlimited choice: Humanities, Social
Sciences, Physical Sciences, Biological Sciences, hMathematics/
Statistics (3 courses in 4 out of the 5 areas, and 6 courses in
one of the chosen areas); reading and composition (2 courses);
and Area of Interest (10 upper division courses).

The flexibility in choice of curriculum and the attendant
responsibility this entails is more highly valued by CNR students
than any other aspect of the program. This report documents in
many places and in telling detail the wise, creative, and responsible
use made of this freedom by the great majority of persons who have
gone through the CNR program.

Flexibility - the data and discussion

In the 1976 student initiated survey students were asked:
What features of CNR are most important to you? and were provided
with a blank space to respond. The responses from 225 students were
categorized. The two categories into which most of the responses
fell were both associated with flexibility: Structural freedom or
flexibility (e.g. '"lack of restrictions'", "opportunities'", "freedom')
was mentioned by 55.2%*of the students; Individualized (e.g. ''self-
defined'", "own area of interest', ''creative'') was mentioned by 33%.
Other categories were: Community and atmosphere:z24.5%; Subject
matter and philosophy 23%; Close student-faculty contact 19%;
Interdisciplinary 16.2%; Holistic 14. 6m, and Job opportunities 2.3%

*The categories are not mutually exclusive as some persons mentioned
more than one feature.

Berkeley undergraduate students and CNR graduates were asked
the following question: There are enough course plan options
within the department/program to meet my specialized interests
in the subject matter. [CNR Follow-Up: There were enough options
within the program to meet the needs within my area of interest].

Enough course options within program: Means CNR and Comparison groups

CNR-ARU.....ovvvvrnnnnn.. 4.73 Life Sciences-ARU(18)......... 3.57
CNR Follow-Up............ 4.43 All Programs-ARU(40).......... 3.45
Rank CNR........... ... 1st Range. ...ttt it 1.98 - 4,73

What emerges from this question is the significant finding
that CNR students with CNR graduates concurring were better able
_to meet their specific academic interests than students in any
other program on campus (this is a very reasonable extrapolation
from the 40 programs surveyed). We must note that students in
specific disciplines were far less able to meet their special
interests in their disciplines than CNR students were in their
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Areas of Interest (e.g. the Mean among the Humanities programs
was 2.89; Life Sciences 3.57; Social Sciences 3.64; while CNR's
was 4.73). It would appear that having the whole University to
choose from, with minimal restrictions and ample opportunity for
use of focused independent studies, has the obvious advantages
that few students outside of CNR are able to fully capitalize on.

Value of flexibility and responsibility

CNR students in the 1980-81 survey, and CNR graduates in the
Follow-Up Study were asked: CNR is characterized by its flexibility
and the necessity for persons to take responsibility for the
development of their own course of study. Do you value this
opportunity? [CNR Follow-Up: Was this important to you at the time?].
CNR graduates were further asked: Is the flexibility you experienced
in the program an asset to you now? A hindrance? (n.b. we asked
for narrative responses in the follow-up study, instead of ratings,
in order to better ascertain the sources of people's Judgements
Responses were categorized as indicated below).

Value of fleXibility and responsibility

CNR 1980-1981 Mean = 4.80

(5) Extremely so 84%; (4)13%; (3)2%; (2)1%; (1)No 0%

CNR Follow-Up (value at the time) Mean = 4.83

(3) Very Beneficial 94%; (2) Not Important 1%; (1) Hindrance 6%

CNR Follow-Up (asset or hindrance now?)

(A) Asset 60%; (B) Both an asset and a hindrance 22%; (C) Of no
particular later consequence 5%; (D) Hindrance 13%

It is unmistakable that CNR students, past and present, value
the flexibility in the CNR program and the responsibility it entails.
No other single dimension of the program was rated as hlgh as this
one. Given the extraordlnary high regard that students held for
the program's flexibility, it will be instructive to determine more
precisely the nature of the hindrance experienced by a small minority,;
and why the graduates tended to judge this aspect a hindrance to
a significantly greater degree than either their own reports
of its value while in CNR, or judgements of current undergraduates.

A Analysis of Current Undergraduates' Narrative Responses
(1980 1981 Student Survey). A central theme that emerges is that
flexibility, interdependently with other aspects of the CNR program,
is empowering. People place great weight on the value of choice
and the ability to be in control of their own educations. "T want
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Lo be responsible for my own education. 1 want o discover what 1 feel is
Lmporntant to me, and then have tne opportunity to pursue Lt." A young man
states, "It [flexibility] 4s empowerning, sane, Logical, and different.”

A young woman responds, "I otelieve it [f]ex1b1hty] L5 fundamental to a
personally meaning ful education.”

Many emphasize that they are the ones who are best able to
determine their own interests, and they cherish the opportunity
CNR provides to pursue them. For example, "I know what I want to do
and what kind of information 1 need o do it. 1 can'z get tnis amywhenre else.”
Students are very aware of CNR's uniqueness and have transferred
from other majors and universities in order to pursue their special
interests, rather than be '"programed".

People repeatedly indicate how the flexibility in CNR has made
them conscious for the first time about the importance of taking
responsibility for their educations and lives. During this process
they have become very conscious of their education, and committed
to maximizing its value for them while at Cal, rather than going
along with a structured major without much crltical thought. They
experience this as a stimulation to their intrinsic motivation,
and as releasing their creativity in productive directions. Students
tend to understand the critical relationship between flexibility
and responsibility. The important act is that they chose to be
responsible, rather than being expected to be responsible to
someone else's dictates. "...Learning Lo Zake that nespons<ibility
[associated with freedom of cho1ce] has been ome of the most rewarding experiences

04 my education."”

In the narrative data in the 1980-1981 Student Survey eignt
percent of those who responded mentioned that though they valued
the flexibility in the program, they felt it was relatively easy
to avoid important guidance, and the development of sufficient
focus. At the same time only a couple of students expressed the
need to be pushed a little more. Curiously, a..number of those who
raised the above two points did so in the context of referring to
unspecified others, rather than themselves. In contrast, many, many
more persons mentioned and appreciated the fact that their freedom
and responsibility was set in a situation with excellent faculty
guidance and a very supportive CNR community. Some even saw losing
focus as a positive stimulant, as indicated in this student's comment,
"T value zthe opportunity o develop my cournse of study, but 1 have found at imes
1 stray off course. 1 constantly have 2o evaluate what 1 am doding. This 46 good.”

It emerges clearly from these responses that . students see:and
deeply appreciate their freedom of choice with responsibility, in a
supportive setting with guidance. The vast majority use it with
thoughtful intentionality, and see it contributing immeasurably to
the quality of their education and lives.

Is there any compelling reason why it should be otherwise?
Many critics tend to claim that such subjective effects are transitory,
if not illusory and unrelated to disciplined learning. This can be
put to test, in significant measure, by the analysis of the narrative
data obtained from the graduates of the CNR program.



B.How CNR graduates assessed "flexibility", when they were
students and how they see it now. CNR graduates valued '"flexibility"
when they were in the program just as highly as current students do
(94% found it beneficial at the time), and for the same reasons.
Graduates' views of the long range effects of "flexibility'" presents
a much more complex picture. However, over eighty percent of CNR
graduates consider the long range impact of the flexibility to still
be an asset to them.

1.Sixty percent of the graduates judged the flexibility they
experienced in CNR as an unqualified asset to them now. Their
responses cover a wide range of impacts, far too numerous to
thoroughly explore here. One important reason for it being an
asset while in CNR, and later, which was frequently mentioned,
was the ability it gave one to adjust one's program as his or her
interests changed or became refined. It is neither unusual nor
unreasonable for a person's interests to shift as a result of
course work and field experiences in the pursuit of an exciting and
satisfying course of study and career. One of CNR's most valuable
and unique features is that it structurally allows for students'
naturally evolving interests to develop from broad general concerns
(e.g. as exemplified in the IDS-10 series) into a wide array of
individually defined focuses. A significant proportion of all.
undergraduates at U.C. go through a similar evolution; but find it
difficult, if not impossible, to follow through because of the limited
flexibility in their programs (e.g. see data in table '"enough course
options'" on page 39 ). A woman who graduated in 1976, and is now
a professional labor educator in the field of occupational health
and safety states it clearly: '"[value of flexibility] Ves, Lt {is what drew
me te the majorn. [now] Asset - allowed my area of interest to shift sLightly
as my interests became more defined. My cowrnsework seemed a Logical proghession,
whereas Lin majors with more stnict cuniculums 1 would have been congined (ox
gorced to change majors)."

The flexibility in CNR has turned out to be especially important
to a number of graduates who went on to interdisciplinary advanced
degree programs, often fashioning their own program in graduate school
as well. For example, a young man who graduated in 1976 and is
completing a Ph.D. at U.C. Medical School, San Francisco, in human
development and aging with a broad range of professional interests
in clinical work, preventative medicine, and holistic health, states
with respect to flexibility, "[then] Absolutely crucial and extremely valuable.
An excellent challenge...[now] An asset! My M.A. 48 Ain interdisciplinarny social
sciences, and my Ph.D. is also interdisciplinary." Another example is the
young woman (1377) who is a PhD candidate in Sociology (Demography)
at the University of Southern California and was quoted at length
earlier in this section on page 34 and 35. She states
emphatically, '"[flexibility-then] Yes, absolutely! 1t was o through the CNR
progham that 1 could sZudy demography/population studies as an undergraduate. [now]
An asset as...my progham at Cal was both well-rounded, yet specific Ln my particuwlar
area - and 1 got excellent training...l went to ghaduate school far bettern prepared
than anyone else in the §leld of wopulation.”
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Perhaps the most significant long range contribution of
flexibility, in conjunction with other aspects of the CNR program,
was its 1mpact on the manner in which graduates " "became in the
world. This had important effects on their academic pursuits,
careers, and lives. For many it put them in essential touch with
their individual and collective responsibility in life. At the
same time it facilitated their initiative and motivation to do
well, and to attempt to make a significant difference in the world.
Graduates repeatedly emphasized that the way they were asked to
'be' in CNR reflected the way they had to 'be' in the world if they
were to succeed in careers and life. These are essentially the
same values cited by current undergraduates. This section will
provide affirmation for the wisdom of undergraduates' understandings.
For example, a 1975 graduate who is very satisfied with nis career
as a manager of a moderately sized business that distributes Herbs,
Herbal Products, Teas and Spices captures this sense quite well.

He speaks to the value of flexibility: "[then] This was essential for
me sdince Lt was my money and time going Linto those fourn yearns. Why go through
a progham that 48 s0 stwetured you have to take certain courses and then discouer
that (t i85 not what you heally wankt...[now] Definitely an asset, when you get
Lo make chodices affecting your Life, you are the only one responsible gor any

- pook chodces on good cho&ce/.;, but you get Lo make Those choices because you'll

always have chodices in your Life, and Learning that the ultimate nesponsid Y

gon Znem {5 yourns L8 verny % ying." A graduate student in Architecture
at U.C. Berkeley (1979) expresses it as follows: "[flexibility] This
was and SR 48 extremely irmportant o me. 1 feel that CiR L& the one majorn on
campus that really asks the students o think and act in the world in a way they
will have to do once they are out." From a 1277 graduate whose Area of
Interest was Community and Environmental Health, and who is now
completing Nursing School at U.C. San Francisco: "[flexibility-then]
Very <important. Looking back on my education, I can see that 1 really Zook
nesponsibility for my own education and took ue&y_ZEw q004-044' courses, 14 any.
I had a muwigace/te approach o my education. [now] Deginditely an asset because
T 428L work within that framework. ..My previous education in CNR §its in well
with this new cuwrnlculum [nursing curriculum]" A landscape architect (1977)
comments: "I strongly respect the hesponsibility 1 was given Zo plan and Zake
charge of my education...it was MY education! [now] Yes, I'm very self-directed
and responsible for my actions - motivated to seanch for answers." She offers
the following encouragement to CNR: "Let's do more than 'understand/
question': Let's develop tools that allow Zhe princdiples of CNR Lo fLourish!™

A graduate who is now an Optometry student at U.C. Berkeley puts

it like this: "Iz 4is an asset [now] 1 call it thinking on my feet. 1t gave
me the ability to Look at where 1 am, where 1 want to go, and ways o get there.
The world 48 never constant - 40 §Lexibility L8 chuclal to dealing witn the
world."” From a woman (1978) who is working on an interdisciplinary
Ph.D. in Public Health (integrating biological, environmental, and
health fields) at U.C.L.A. :"[flexibility] Ves, thu was probably the mos <
dmportant thing 1 gox out 0§ the program. The majon forced me in a way Zo search
gorn my Ldentity and inZternests, and once finding them this had to be my most
rewarding expendience.” The phenomenon moves in many ways; another 1978
graduate who co-manages a large Re-Use Center (recycles objects

at minimal cost to non-profit groups like schools) and is an active,
and effective, community organizer, valued the program's flexibility
but also remarked that "...{f was frusirating also because when 1 found
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mysels drifting 1 often didn't get much support, but felt that 1 was expected
to nesolve my dilemma myself. [now] what I Leawned from my grustration then
45 an asset to me now - 1 don'Z Zake on Large Zasks on jobs witnout knowing
Mdpféogmr?;, my commitment, and s0 gorkh, unlike when I was 4n schoof. Live
an eann!

When graduates reflect back on why they valued the flexibility
at the time, one of the major reasons given by current students
stands out even more - the need to have control over one's education
in order to profit maximally from it. ©Nearly ten percent (9.5%) of
the graduates spontaneously stated that if it hadn't been for CNR
and its flexibility they would have most likely 'dropped-out' of
school. The comments from a county level coastal planner ('77)
state this quite simply:"...<{f there wasn't some program Like CNR o§fering
a similan §Lexibility 1 probably would have dropped out of U.C." This need
for control over one's education and life is a recurrent theme that
many hold tenaciously to. CNR provides a space these strongly
motivated and self-directed persons can flourish in. For example,
the following statement from a teacher in an alternative elementary
school who is very satisfied with her work and life: "I didn't want
some bureaucracy telling me exactly what couwrnse of study 1 had to Zake, because
they didn't know (on care] what my intereszs/values are/were. T am the only
person that can mold my personality and goals. And 1 am the only one that can
achieve my goals...[consequently] It made me push myself harder to get the most
out of my education ('77)" A woman who is finishing an interdisciplinary
Ph.D. focused on traditional agricultural forms, and who is co-
authoring a book in the area, responds: [was flexibility important to
you?] "TOTALLY! 1 needed something to validate my approach to my education and
allow me almost toital contrhol. My .interests were such that as an undergrad
they couldn'zt it into anyone's boxes. CNR allowed me the §reedom to develop
them and experience U.C. Berkeley. This was very imporntant to me. [now] VYes,
but 1 have always §elt that fLexibility was an asset ('78)."

2. The responses of the twenty-two percent of the graduates who
found the long term influence of CNR's flexibility to be both an
asset and a hindrance begins to compound the analysis. An
examination of these will expand our analysis of the ways flexibility
has been an asset, and at the same time indicate some of the pitfalls
and trade-offs some persons experienced.

The most frequent dilemma can be expressed in terms of
the asset of having an excellent general education and the hindrance
of not having an easily marketable specialization. In a way this
is no more than a description of a typical Liberal Arts undergraduate
education, and no one seems to be suggesting that they be changed
into vocational training programs. This is clearly stated in the
remarks of a 1977 graduate who is an office manager in a home
remodeling companv: "[asset and hindrance] Both. The f§Lexibility gave
me the general education 1 wanted out of college. 1 am glad 1 had such a
broad education. On the other hand 1 wish that 1 had been encouraged to pick
up more technical skills and a stronger science background.” A young man
who graduated in 1976 and has been working as an environmental
educator in Yosemite National Park for several years, whose interests
have begun to shift recently, responds: "[flexibility-now] Overall
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an asset, but now I see the need forn detailed study, Zechnical couwrnses in
chemistny, biology, etc., which duning CNR Zimes seemed unnecessary. Realistically,
you do need a specialy of sornts."” Obviously he did not need it to get

a professional position as an environmental educator. His comments
raise the issue of changing interests, which will be considered in
detail later. A 1975 graduate who is a natural resource planner

and consultant with a large multidisciplinary engineering firm
comments on flexibility: "[then] An asset - CNR allowed me Zo develop

the cuwvdielum that eventuatly Led me to a more in-depzth study. [now] Deginitely
an asset, but T geel Lt must be combined with additional emphasis in a particular
g<eld." He goes on to suggest that CNR should perhaps offer a five
year B.S. degree to accomplish this, because four years seems too
short a time to accomplish both broad and specific goals. The

issue emerges again in the case of a young woman (1975) with an
advanced degree from U.C. Davis who works as a wastewater reclamation
expert (irrigation water reuse), and valued the flexibility in CNR:

" 1t allowed-me interdiscipfinary greedom...l 4{ollowed my <interests...[but]

I don'Z have an easy 'Label' forn job hunting...one disadvantage {8 the Lack of
sense of Amportance of basics - freedom Let me ship Zhe 'hardern' science counses,
no one convinced me of thein necessity.”

The asset of having a good general education, and the hindrance
of not having sufficient specialization were paired with other
assets and hindrances, as well. For example, a 1975 graduate who
is an administrator in an environmental consulting firm states,

"CNR was 0 the greatest value 0§ anything in my entine education, due especially
Zo Zhe CNR communily...it gave me the feeling of belonging and caring, and a place
Lo channel my concerns while getting a good, creative education.” Her assessment
of flexibility: "[then] Asset! Without this {reedom most Likely 1 would have
chosen a majorn that was wrong {or me, or even 'dropped-out' of school. [now]

asset - it taught me creativity and Lindependence; although a hindrance, in that

I avoided many 'hard-conre' classes Like Chem 1A, and found this Lack a barriien

Lo gurther schooling and some jobs." A woman (1975) who is an agricultural
. newswriter for the University of Wisconsin, and is completing a Ph.D.
in Agricultural Journalism, reflects on the flexibility in CNR as
follows: "[then] Yes, veny imporntant. 1 did not want a straight discipline

but rather a broader approach Zo subject matter. Natural Resources is a subject
40 broad that a program in this area must allow §Lexibility in course work. [now]
Sometimes both [an asset and a hindrance]. Extreme {Lexibility connotes that

a student has enough wisdom Zo choose the right subjfect matter forn an eventual
careen, and this is5 questionable. On the othern hand, Lt Xaught me Zo Zake monre
hesponsibility 4or my freedom Lo choose.” From a construction laborer who
has ‘been doing extensive independent scholarship: "[flexibility-then]
Very much. Up until then, my education had been funneled along thaditional Lines.
CNR gave me Zhe opportunity Zo explore my own way of thinking. AZ the end of

each quarnten, 1 §elt it necessary Zo he-evaluate my position before choosing the
next quarter's classes. 1 was able to modify on nedirect, 4§ necessary. [now-both
an asset and hindrance] It £e4t me with a job-Limited yet wide-scoped education.
Forn me it nequires follow-up with an advanced degree. Howevern, I obtained what

1 believe %o be a necessarny education in environmental awareness." A 1978
graduate who has been a member of a 'landscaping collective' and
-just returned to school in a graduate program in Landscape Architecture
at U.C. Berkeley comments: "[flexibility-then] 1% was very Lmportant.

T would not have been able Zo return Xo school in more rigid cincumstances
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because 1 wasn't ready to be pinned down to a traditional program. 1 wanted

Zo explore variouws options and Lo develop...a broad understanding of environ-
mental issues. [now] No rindrnance, but 1 have recently found great satisfaction
An a more focused disciplined internest in fewen things and activities than when
I was a student. 1 §eel that the othern Adde of 4Lexibility - commitment and
focus - should also be emphasized.

A thread that runs through many of these assessments is that
a greater specialization or focus would have been desirable. Some
Speak of this in the context of feeling that they did not have
sufficient direction at the time (this is discussed at length in
the section on Democratic Structure of CNR and methods of addressing
the problem, when present, are discussed in the section on advising);
others speak of it as the consequence of their interests shifting
toward the end of their undergraduate career (this will be discussed
later in this section); still others see it as the inevitable
consequence of the breadth of the field of Natural Resources, and
accept the logical consequence of additional study to achieve
desired specialization. Sometimes appropriate critical dialogue
with an advisor might have been corrective, at other times not.
For example, a woman (1976) just about to finish law school says
of CNR: "[It] was the twwning point of my Ligfe [especially Ecosystemology 110]."
She has nothing but the highest praise for her advisor and the
advising that she received. She goes on to state:"The §lexibility
was a great deal "of what 1 was Looking for...Looking back...l wish 1 had focused
on certadin coundes on disciplines...But no real regrets.” Only a little over
ten percent (10%) of CNR graduates indicated that they felt that .
they had a lack of spe01allzatlon direction, or focus that was of
some hindrance to them later. These flndlngs Tor CNR graduates will
be compared with those from U.C. graduates in general towards the end
of this section.

One area within this lack of specialization that was mentioned
most frequently was the lack of sufficient 'hard' science courses,

or enough depth in technical and scientific areas. This was true
for several persons who saw 'flexibility' as both an asset and
hindrance, as well as for some of those who saw it only as a hindrance.
However, only 6.5% of the total sample of graduates indicated that
this characterized an aspect of their education in CNR, and that it
was a hindrance either for later careers or graduate school demands.
Equally noteworthy is the fact that very few recent graduates, none
of the 1979 graduates, indicated that this was a problem. The extent
to which it was a problem in the past seems to be largely rectified
now. In part, one suspects the tightening economy has moved under-
graduates generally to take the question of focusing on a career

more seriously; while at the same time many additional advising
sources have been added to the program in recent years - an active
Resource Center with job/career files and placement assistance,

a vital student organization and alumni network, more faculty and
courses in CRS, Area of Interest groups (since 1979), more emphasis
on community work and internships, and a generally more serious and
focused tone in the CNR community.




In programs like CNR there is a tendency for outside forces,
sometimes within as well, to pressure for more reguired courses;
especially for more 'hard' science courses. Nothing in this section,
or this study as a whole, suggests this would significantly improve
the CNR program; while the evidence that it would significantly
injure the quality of the program for many is substantial. At best,
a number of required basic science courses would have directly
benefited less than seven percent (7%) of the graduates. The over-
whelming majority of students who will later need a strong basic
science background choose to obtain one. We can only conjecture
how many students would have been restricted in the development
of their many and diverse special focuses which did not require a
strong basic science background, if a specific set of basic science
courses were required in place of the current flexible set. Even
.among the ten percent, or so, of the graduates who expressed, in
retrospect, the wish that they had had more direction, or chosen
to develop a more specific focus; nearly half spoke of directions
and focuses more centered in the social sciences and humanities.

The situation, to the extent it remains a problem, can be adequately
addressed through: strengthening the orientation to the program
(especially CNR-90) so expectations are more in line with possibilities,
increased and more adequate information about the background required
for various career choices, more challenging dialogue within the
advising structure, and encouraging those who clearly do not belong

in the major to either not enter it in the first place, or to

transfer out if they are already in it.

Indeed in instance after instance it was the flexibility and
broadness of the CNR program that shaped peoples' careers and lives,
and for many led them to hit upon the focus and specialization that
brought them satisfaction and success in their careers and lives.
Others simply remained broad in their program and turned it into
an important asset. For example, a woman who graduated in 1973
and is a well known and respected leader in a Sierra foothills
community teaches Natural History and Natural Resource courses
in the local community college, grows and sells native plants,
draws and markets delightful biological posters, and is active in
many community groups concerned with the quality of the environment.
With her husband and child she is intentionally, "detiing an example
04 how people can Live with the environment, Limstead of at {5 expense.” She
comments as follows about the flexibility in CNR;  "YES! Finally some-
one trusted my brain and my ability to make decisions on my own...Lt was part
0§ my growth toward independence...CNR allowed me at Zhe age o4 19-20, %o ghow
and become an ingormed open pernson. Now eight years Laten, 4§ T were Zo
retunn to an institution 1T would be more specific, e.g. botany, german, efc...
BUT it's because 0§ CNR's openness that 1 became a well-rounded eninh person
To have all 04 the vardious intenests 1 do today..."

An additional comparison will serve to compound this analysis.
While a number of graduates expressed the following sentiments;
Moo Lt Reft me with a fob-Limited, yet wide-scoped education. For me Lt requires
follow-up with an advanced degree,” to borrow a part of one graduate's
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statement; many, many more expressed how their diversified education
in CNR opened up wider job possibilities. An excellent example is

a woman who graduated in the same year (1978) as the man quoted
above. She has a very responsible position with the California-
Tahoe Regional Planning Agency, and is very satisfied with her
career and life, She reflects on the flexibility in the program,
"[asset] Ves, it helped me prepare for dinecting my Life past graduation. No one
else can do it. My background {8 diversified enough that 1 can make it sound
Like several different Things. Thal's an asseX in the jeb markef.m™ =~

One further dilemma mentioned by a few students, and probably
experienced by several more, deserves mentioning, if only to
add a lighter note to our discussion. That is, some difficulty
in more highly structured advanced education programs was noted by
a few graduates. A women who graduated in 1974 and says of her
time in CNR; "...the education and experience were {nvaluable. Thank you.
In response to the question about flexibility she comments, "An
asset in that 1 know how to make choices and know what 1 want; a hindrance,
because 1 gind it difgicult Lo submit to a highly structured nursing cwuviiculum
[she is currently enrolled in an RN/BS program in nursing], some o which I
find inelevant o my needs." Another similar problem is described
by a man (1974) about to complete his Ph.D. in Geography at U.C.B.;
"[with respect to flexibility - then] 1% was absofutely essential o my staying
in school... [now] but some problem in that 1 can'f accept a strongly stwctured
progrham of education for my own graduate studies.”

At least two important conclusions can be drawn from this exam-
ination of the responses of graduates who later found CNR's 'flex-
ibility' to be an asset as well as a hindrance. First, virtually
all of them were very positive about the quality and value of their
CNR education as a whole and gave perceptive voice to some intriguing
dilemmas. Secondly, the issues raised are complex and multifaceted.
Many of them involve trade-offs that can't be avoided, and that have
ultimately turned out to be of significant advantage to the persons

caught on the horns of the dilemma.

3. Those people who judged the flexibility of CNR to be a
~hindrance after graduation - thirteen percent (13%) - did not in
general tend to be unhappy with their CNR education. Only five
percent (5%) of CNR graduates expressed dissatisfaction with their
overall education in CNR (4%-dissatisfied; 1%-very dissatisfied),
in contrast to thirteen percent (13%) of graduates in general
(Survey of Graduates[1978]), who were asked a slightly different
question which tends to elicit more positive responses - '"All in all,
how satisfied were you with your total undergraduate experience
at Berkeley.'"13

13. See gootnote number 2, page 9 for detailed explanation.
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The ways in which the flexibility in CNR was a hindrance
after graduation were several and complex. A detailed ‘examination
of a 1977 graduate's responses will illustrate this complexity.
Currently, this young man is in a graduate program in Environmental
Engineering. He generally spoke highly of his CNR education. On
flexibility he remarks; '"[then] I Liked the §reedom 1 had (to a cerntain
extent) but wished my advisor had pushed a Lot harder on me to develop a more
Lightly-lnit set 0§ couwrses. [now] A hindrance now, but certainly it has helped
me develop the ideas which presently motivate me Zoward my goals in environmental
engineerning...1 wish 1 had strnessed the technical aspects [of environmental
problems] more."

The paradox emerges when we note that his Area of Interest while
in CNR was Environment and the Media and his intent was to become an
environmental journalist/reporter. This was not unrealistic, and it
is a route a number of graduates have taken very successfully. He
comments further; "I think i {8 difficult o know right away what one wants
Lo do when he begins sztudying an area as Large as 'environmental problems'...For
me, and probably for Loits of othens, developing an Area of Internest is an on-goding
process, not one that ends with graduation. A cohesive, strong Area of Interest
may take eight yearns to develop, not four.” He goes on to recommend, "that
some hand-core classes Like physics and chemistry and caleulus be required...a
Atnong technical background can'zt hunt for someone who will be cbmi%e}u’.ng environ-
mental probLems over future years and probably decades.” What he neglects to
take account of in his analysis and recommendations is that his
interest shifted from "Bnvironmental Media'" to "Environmental Engineer-
ing'" after graduation. Environmental Media could be pursued from a
strong social sciences and humanities background, as well as from a
strong technical and scientific background, depéending on one's interests.
‘What emerges is that persons whose interests mature slowly, and shift
markedly near or after, graduation are, _understandably, somewhat ill
prepared for their new directions. But this could happen in any
major, We will examine comparative data at the end of this section
that suggests that it happens much more frequently in most other
majors, than it does in CNR. For example, if his interest shifted
to Environmental Psychology (there is such a field), would he be
recommending that a strong technical and hard science background be
required?

A young woman who graduated in 1979 went through an equally
dramatic shift of interest, but interprets it quite differently.
Her Area of Interest while in CNR was Land Use Planning with Emphasis
on the Natural Sciences; while currently she is in a graduate program
in Computer Science. Her overall satisfaction with CNR is expressed,
as follows: T am one-hundred percent satisgied with the education 1 recelved
a5 a CNR majorn." With respect to 'flexibility' she comments, ' [then]
Extremely [important to me], T was s£&L seanching around for my skRills that
were marketable and valued a broad approach to the study of environmental prob-
Lems because T was 1) Learning about environmental problems, with which 1 was
deeply concerned, and L am; 2) getting a working knowledge of many cwsc,ég%ne)s. .
[I wanted] breadth -- abllilty to communicate with, and undenstand, other people
and disciplines. [flexibility-now] Somewhat of a hindrance, knewing what 1 know
now, (that's always easy!) 1 would have Zaken more computern science as an undergrad
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and thrown away some other cowrdes 1 took...BUT THIS CAN HAPPEN IN ANY MAJOR..

and in some majors, some probably Look back and say, 'I1§ only 1 had majored in

such-and-such instead.'" How this woman got from Land Use Planning to
Computer Science is a typical CNR evolution story. '"[The Coordinator of

" the Resource Center] showed me the §insz book 1 evern saw on relating computers

Zo Zhe Biological Sciences which gave me the idea 1 am currently researching.”

Her response to, '"Is the solution or broader understanding of

environmental problems at all related to your current job and/or

other activities?", fills in the rest of the story; "Centainly,

1 feel that solarn enerngy holds much premise for mankind to Live in harmony

with is planek. 1 am cwrrently investigating the use of computer-simulation
(simulation pregraming L8 my "bag") in the design of solar structures (e.g. be

able to 'Look at' the heat-f{low of a preposed building at any point in time).

A simulation of a preposed building's heat Zoss and gains would {nsure a preperly

designed building. 1 am also interested in simulation of population grewth

hates, and, 0f cownse, in relation Xo my area of interest, Land-use ghowth rates.”

In these two illustrative cases the difference lies in assigning
responsibility for lack of background in a late emerging area of
interest which slowed progress in graduate school or grofe331on
In the first case the bulk of the blame is placed on the program, and
in the second case the woman accepts the responsibility in good v
spirits. Each of these patterns appear in a number of graduates' ﬂ
responses. The understanding, and willingness, to accept responsi-
bility for one's education and the development of an appropriate course
of study is the key to the productive use of the flexibility in CNR.
When used with wisdom, which is the case for most people, the benefits
reach far beyond simply fashioning one's own course of study as we
have already described and documented. The above contrasting cases -
serve to remind us that individuals are different and perceive, .
understand, and react differently to the same objective phenomena.
The strength of the flexibility in CNR is that it allows the CNR
program to meet the needs of a wide range of unique individuals
better than a more fixed program. - b

The most frequent reason cited for the flexibility in CNR being
a hindrance later, was the difficulty some persons had in finding
employment with thelr CNR degrees. Usually they indicated that their
program had not been sufficiently specialized and job specific. Only
about one-third of this group (approximately four percent (4%) of
the total sample) felt it would be desirable to have more scientific-
technical background. Some typical assessments from graduates will
place this in its appropriate context. A woman (1976) who is now a
graduate student at The Institute for Marine Studies, University of
Washington (coastal zone management) states; "[then] T think L&
attracted me to CNR in the finst place. [now] The on@y preblem with the §Lexibility
was that 1 had Little focus in degining my major. As a resuwlt, I had a vaag
good general education wiich Left me §Loundering somewhat in my job search.”™ -
A"1975 graduate who is a Residential Conservation Services Super-
visor with Pacific Gas & Electric Company and very satisfied with her
career, shares the following perspective; "A hindrance only beaw.se T
chose not to get a 'technical education’. Had 1 been required to take heavier'
classes, Lt could have possibly allowed me fo go into more Zechnically oriented ~
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fLelds (I am 5L verny plLeased with my chodices)." A 1973 graduate whose
Area of Interest was Environmental Education, and who now works as

a ski instructor, ski repairman, and landscaper, reports; "I don't
geel 1 could have had a better educational experience...However, the broad back-
ground approach does noZ seem to be accepted by employers." Even this is not
as simple as it appears, for several graduates mentioned that though
their CNR education was a hindrance in initially getting a Jjob,

once they got a Jjob it was an important asset, and helped them ad-
vance faster. For example, a 1975 graduate who has a unique job as
a California State Park Ranger working with urban interpretation
among disadvantaged youth in a cross-cultural setting, makes these
comments about flexibility; "[now]An asset in tewns of personal growth

and self-motivation. An asdel in termd of personal advancement within jobs.

A sLight hindrance in Tenwms of accepfance by traditional empZloyment instltutions.”
Another 1975 graduate who is a systems analyst for a small business
computer company, and very happy in his career replies; [flexibility]
1t 45 an asset now; now that 1 have a careen -- Lt was a great hindrance in

initidkly ginding a fob..."

Contradictions seem to abound even within the same agency, as
the following two persons' interactions with the U.S. Forest Service
exemplifies. Both are permanent employees of the U.S.F.S. One a
woman (1976) who is a fisheries technician, valued the flexibility
in CNR at the time, but now finds it a."...hindrance because 1 indulged
my searnch for knowledge in many §ields without seriously doing some concentrated
work in one area. Our wornld seems to be going in forn those speciality fobs...

I'm satisfied with my job but 1 can not advance beyond G.S. 5 or become a
progessional in the field unless 1 go back §or [more education]...l really

enfoyed my education at the time...ALL they do at work s tease me about my

deghee grom Berkeley saying that 1 fjust took 'touchy-geely' courses! People
senious in the environmental field have studied chemistry, physics, mazh...

1 tnied going back to school Last year and didn't Like it at all." The second
person in sharp contrast, but also a woman (1974), is a G.S. 9
Biological Information Specialist with the U.S.F.S. With respect

to flexibility at the time she remarks, "the f§Lexibility to change
dirnection 4§ needed was encouraging 40 a dense of 'wrong' direction was not
percelved at graduation time. [now-an asset] I'm whene I am now because of my
ability to set my own objectives and assume responsibility. 1 am more <independent
and tend Zo assume more 04 a Leadernship or managing role in Lige. [While in school]
my own Enitintive and interests guided me along a productive, useful course. 1 had
a purpose, a direction and was not channeled and Led along a pre-set cournse.”

On her job, My fob with the U.S.F.S. consists of providing ingormation to the
public about Forest Senvice related environme is5ueh .. .My CNR background pro-
vides a needed combination wlth the more Traditional U.S.F.S. background.”

Viewing these two evaluations together reveals the pattern that
tends to distinguish those who benefit the most from CNR's flexibility,
from those who believe they have been slowed down in their careers
by it. Those who did , or had the potential, to take intentional per-
sonal responsibility for their educations and lives, were self-
directed, and were internally motivated have done remarkable things
with CNR's flexibility, that story after story throughout this report
demonstrates, that they could have done in no other program at
Berkeley, and for many of these at no other university anywhere.
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While those who were not able, for whatever reason, to rise to this
challenge generally value their education but have run into career
difficulties later, for much the same reasons they did not make
optimal use of the flexibility offered by CNR. This pattern is not
true in every case but it does tend to domindte among individuals
that encounter the kinds of problems we have been discussing. To
some extent this small minority of CNR graduates who have had these
kinds of difficulties could have been assisted more in the advising
process. For others CNR may not have been the most appropriate major.
But even this raises a paradox - for a very similar broad generai
education in Letters and Science would have left them equally, if

not more, unemployable, though their expectations would probably have
been different. :

For a few graduates, about two to three percent, their CNR
education made it difficult for them t to get into the graduate
school and program of their choice. While for a far larger
percentage of CNR graduates their education greatly enhanced
their ability to get into the graduate schools and programs of
their choice (even the most competitive graduate programs of
all - medical schools). A good example is a young man (1977)
who is in a graduate program in Environmental Toxicology,
emphasizing the effect of pesticides on organisms. He is one
of the few graduates who was not too pleased with his education
in CNR. He states; "[flexibility] I wanted to think it was an asset then,
but because 04 its flexibility T am now degicient in more s0fid course work.
[(note, how in keeoning with our earlier analysis, he blames the 'flexibility',
rather than the choices he made within that flexibility] [flexibility-now]
An enormous hindrance, 1 feel that CNR should be more demanding...not enough
Yuwe science cournses...I had to make up cournse agtern cowrse. Interestingly, in
spite of his general disatisfaction with CNR his internship was
crucial in the development of his career; "The internship has been
invaluable. 1t allowed me to work intensely in the f4eld, to gain experience and
as a consequence 1 have gone completely into the area of pesticide toxicology."

The trail to trying to understand the development of persons
like the one just quoted traces back to earlier points in this report.
He blames the flexibility of the program for his deficiences in more
solid scientific course work, rather than the choices he made with-
in that flexibility. In this instance the undergraduate Area of
Interest was Biological Pest Control and his advisor was very
competent in the area, as well as knowledgeable about environmental
toxicology. That is, he had easy access to information, which he
probably had, about the necessary courses essential to get into
graduate school in the field he eventually chose. It follows from
his above placement of blame; that he would recommend the program
demand more (i.e. required hard science courses, etc.); rather
than believing he should have demanded more of himself in a situation
where he had choice. The pltacing of responsibility on the program
for the insufficiencies in their education was fairly common among
the small group that found CNR flexibility to be an unequivocal
hindrance later. A variation is found in the comments of a 1975
graduate who is completing her PhD in Agricultural Resource Manage-
ment at U.C. Davis. She is also the manager of the "Student Ex-
perimental Farm''. Commenting on flexibility, she states; [now] A
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hindrance Zo some degree. 1 gound graduate school difficult because 1

wasn't prepared. But I was able o study areas not avallable elsewhere...

The idea 48 good. 1 did not have the self-discipline Lo gain the most from my
education. Stronger advising and more required classes (science).” Perhaps
the task for CNR with persons like this is to challenge them, and
help them to build their self- d1s01p11ne rather than to 1mgose it
from without. Again, this has in fact been the case for large numbers
of CNR graduates as indicated in n their assessments throughout this
report. Their comments make 1t clear that many do not come into

CNR with the essential characteristics required to make the optimal
use of flexibility well developed, but that the program enables them
to develop self- -discipline, responsibility, and focused motivation.

In concluding this section it will be helpful to reflect back
on the basic purposes of the CNR major. The major is designed to
provide a broad interdisciplinary background in environmental
problems - social, economic, and political factors, as well as
scientific and technical aspects. It is not designed to automatically
prepare persons for specific careers any more than the 'academic
disciplines' in Letters and Science are; though, relatively uniquely

among broad programs in general education, CNR clearly does not

prevent persons from preparing for a wide range of particular

careers if they choose to. CNR students do in fact prepare themselves
well for their later careers as Part IX '""The Advanced Education,
Careers, and Lives of CNR Graduates', so amply documents.

The guiding document in CNR, The Messenger Report - 1974,
is unambiguous about the nature of the CNR major when it states,
"It should be made clear that the major prov1des a generalist's
background to conservation, but that it is not designed to prepare
students for specialized resource management positioas (p. 1.
Students in CNR are informed and aware of this.

Nevertheless, CNR does gquite well in the area of career prepar-
ation.. CNR students ranked career preparation relatively low as a
goal in the ARU-ASUC Survey (24th out of 40 programs); though still
relatively high in an absolute sense (a mean of 4 on a 5 point scale).
Significantly, CNR students ranked third among the fourty programs
surveyed in the degree to which they felt their goal expectations
for career preparation were met (see pp 14-21). This judgement
stands the test of time when we examine both the careers and career
satisfaction of CNR graduates relative to graduates from other pro-
grams on campus in a later section of this report.

The problem, to the extent it remains a problem, seems to reside
in the expectations of a small, but s1gn1flcant minority of CNR
graduates who feel that even Wlthout an intentidnally developed

career orientated focus, their CNR education should have prepared
them for a job. The fact that it didn't do this too well leads some

persons to fault the program, rather than adopting a more balanced
perspective that incorporates their own failures to take sufficient
responsibility and initiative, as well as the program's failure to
provide its share of the necessary ingredients for their success.
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In an instructive contrast, Letters and Science graduates, who often
develop less academic breadth than many CNR graduates, tend not to
expect their'academic program'to prepare them for specific careers.
When L&S graduates do not get jobs in their fields, and a large per-
centage of them don't, they tend not to blame their undergraduate
program in the same way a number of CNR graduates do.

C. Overall and comparative impact of "flexibility". A fairly
Comprehensive analysis of the impact of flexibility on the
education, careers, and lives of CNR students and graduates has
been presented. CNR students felt they were more able to meet their
specialized educational interests than students in any other program
surveyed. The consequences of "flexibility" in concert with other
aspects of the major, in the later careers and lives of CNR graduates
as a group, is revealing; especially when ‘CNR graduates are compared
with U.C. graduates in general. Part IX, "The Advanced Education,
Careers, and Lives of CNR Graduates'", will present detailed data and
analysis. We will just highlight the significant pieces of that
data for our present considerations.

1. In retrospect - Over eighty percent (80%) of CNR's graduates,
compared to about fifty percent (50%) of all U.C. graduates,
would do their undergraduate education essentially the same if
they had it to do over again (see question #7, page 23).

Ninety percent (90%) of CNR's graduates, compared to seventy-eight
percent (78%) of all U.C. graduates, were satisfied with their
undergraduate education from their current perspectives (see
"overall satisfaction'", pages 9-10 and qualifying footnote).
These data provide strong confirmation of the effectiveness of
"flexibility" in fashioning an education that is both appro-
priate and satisfying at the time, and over the years following
graduation.

2. Advanced education - fourty-five percent (45%) of CNR
graduates, compared to fifty-eight percent (58%) of all U.C.
graduates were enrolled in, or had completed, advanced educa-
tional programs. CNR's percentage is essentially the same as
that for other comparable professional school programs.

3. Enowledge and skills - Ninety-six percent (96%) of CNR's
graduates, compared to seventy-five percent (75%) of all U.C.
graduates reported that the knowledge and skills they acquired

as undergraduates were valuable in their work or advanced studies.

4. Satisfaction in career or developing career - Eighty- three
percent (83%) of "CNR's graduates, compared to sixty-one to
sixty-three percent (61%-63%) of all U.C. graduates were
satisfied with their careers/work or developing careers (the
questions asked the two groups were slightly different - see
page 22).

"Flexibility" is a critical component of the whole CNR program
which yielded these outstanding results. The advantages of flexibility
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have been shown to far outweigh any residual dlsadvantages in both
the short and the long run.

In conclusion CNR's concerted efforts to meet its students as
individuals and to. . help them progressively shape and fulfill their
unique educational needs through a flexible program has proven to
be very successful when judged agalnst significant criteria. It has
been successful both while persons are in the program and after
graduation, in an absolute sense, and in comparison to other campus
programs. This is not meant to imply that improvement in the use
of flexibility in CNR can not, and should not, be sought. The data
indicates that the program has been continually improving in this
and other areas, and directions for added improvement have been
pointed out ‘in' this section. Thus, as it has done over the years,
continued dialogue between students, faculty, and staff in the
program can and will yield further improvement.

3. Courses and Teaching

"In so far as I have learned to listen to people
and to honor and respect them as individuals,

I have been a good teacher. When I have failed
to do this my teaching has failed."

Myles Hortonl4

This evaluation of courses, teaching, and faculty is from
two perspectives: One, from students while they are still under-
graduates in their programs, and two, from graduates with their
view tempered by later experiences. Thus, the emphasis is on how
students and graduates judge the impact of courses, teaching, and
faculty on their educations, careers, and lives. This is one of
the most, if not the most, 1mportant methods of evaluatlng courses
and teaching. Students are not only the 'consumers' of education,
but it is against their subsequent lives and careers that the effec-
tiveness of courses and teaching must by ultimately judged.

This section consists of three parts: A) Regular Courses and
Teaching; B) CNR Required Core Courses; C) Independent Studies,
including Internships. :

14.  Myles Hornton was the founder of Highlander Research and Education
Centern in 1932 and for many years its directorn. Highlandern i8 perhaps the
most important adult education centern in the United States, and Myles Horton
L5 one of our most distinguished 20th century educatohrs. See Frank Adams,
Unearthing the Seeds of Firne - The Idea of HighlLander, John F. Blainr,
PubLishern: Winston-Salem, Nonth Canelina, 197%
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A. Regular Courses and Teaching

Students or graduates or both were asked the following
questions in oné or more of the questionnaire surveys drawn
on in this study (see appendix A for a description of surveys).
They assess various significant aspects of courses, teaching,
and the teaching-learning process. : '

1- The coursework in the program is [was] interesting and challenging.

~course work challenging: Means CNR and comparison groups

CNR-ARU 79 ...... 4.14 Life Sciences-ARU(18)... 3.88
CNR-Follow-Up.... 4.20 All programs-ARU(40).... 3.81
Rank CNR ..,..... 4th (range.. 2.96 - 4.46)

2- Teaching by faculty in this program is challenging, of high
quality, and increases my interest in subject matter.

teaching of high quality: Means CNR and comparison groups

CNR-ARU 79 ....... 4.16v SQCial Sciencés-ARU(14). 3.64
Rank-CNR ......... 3rd (range.. 2.92 - 4.35)

3- To what extent have faculty and coursework at UCB increased your
motivation to pursue your own intellectual interests, apart from
University classes, grades, degrees, etc.?

pursue intellectual interests independently: Means CNR and comparisons

CNR-ARU 79........ 3.91 Social Sciences-ARU(14)..3.55
Rank-CNR...... o... 3rd (range 3.08 - 3.97)

4- To what extent have faculty and coursework at UCB increased your
motivation to pursue ideas presented in class?

pursue ideas presented in class: Means CNR. and comEarison groups
CNR-ARU 79....... 3.97 Social Sciences-ARU(14).. 3.45

Rank-CNR...... ... 2nd (range 2.93 - 4.08)
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5- There are enough courses available in this program which explore

the pontributions of nondominant "Schools of thought"(e.g. radical,
conservatlve Tuturist, traditionalists, feminist, third world, etc.)

nondominant schools of thought: Means CNR and comparison groups

CNR-ARU 79....... 4 .38 Life Sciences-ARU(18)... 2.64
Rank-CNR..... oe.. 2nd All programs-ARU(40).... 2.87

(range 1.81 - 4.48) .

6- Faculty in this program [in CNR] show enough concern about social
issues 1n teaching their subjects.

concern for social issues in subjects: Means CNR and comparisons

CNR-ARU 79....... 4.55 Life Sciences-ARU(18)... 3.27
CNR-Follow~Up.... 4.69 All Programs-ARU(40).... 3.33
Rank-CNR..... o... 2nd (range 2.13 - 4.63)

~7- Communication between faculty and students in thls program [in CNR]
is [was | open and fairly extensive.

communication with students: Means CNR and comparison groups

CNR-ARU 79...... . 4.33 Life Sciences-ARU(lS)...'3.27
CNR-Follow-Up.... 4.46 All Programs-ARU(40).... 3.28
Rank-CNR......... 2nd (range 2.50 - 4.52)

8- Most of the faculty in this program are receptive to student input
on class structure and content.

input class structure and content: Means CNR and comparison groups

CNR-ARU 79....... 3.86 Life Sciences-ARU(18)... 3.23
Rank-CNR......... 2nd All Programs-ARU(40).... 3.20

(range 2.30 - 4.00)




9- About how many times did you have a discussion outside of the
classroom with any professor, apart from study list advising,
in the last three months (excludlng vacation perlods)°

discussions withvfacultz: Means CNR and comgarison\grougs

CNR-ARU 79....... 3.76 Social Sciences-ARU(14)..3.01
Rank-CNR......... 2nd (range 1.94 - 4.03)

scale:(1)0; (2)1-2; (3)3-4; (4)5-6; (5)7 or more times

10- About how many faculty KNOW YOU by name 92 sight?

faculty know you: Means CNR and comparison groups

CNR-ARU 79....... 3.44 Social Sciences-ARU(14)..2.77
Rank-CNR......... 1st (range 2.00 - 3.44).

scale: (1)0; (2)1; (3) 2; (4)3; (5) 4 or more faculty

11- At least one professor knows me or my work well enough to write
me a good recommendation for graduate school or a job.

know well enough write recommendation: Means CNR and comparisons

CNR-ARU 79....... 3.47 Life Sciences-ARU(18)... 2.87 L
Rank CNR...... .. 3rd All Programs-ARU(40).... 3.00

(range 1.90 - 4.04)

Discussion. Regular Courses and Teaching.

CNR's average rank across all of these questions placed it first
among all fourty programs surveyed in the overall rating of the
quality of courses, teaching, and faculty. Thus, students' assess-
ments of the CNR program on these dimensions are more uniformly high
than any other surveyed program on campus. In reviewing the data
we once again find that CNR is rated exceptionally well, and that
the Judgements “made by students while they are in the program are
sustained by g;aduates from the perspective of their current positions
in life. The educational effectiveness of the CNR faculty stands out
as absolutely and comparatively high. CNR students appear to select
good teachers and courses, in their judgement, outside of the CRS
department as well. -

CNR students view their course work as interesting ahd challen- .
ging, and this assessment is confirmed by graduates (CNR ranked 4th {




-59-

among programs surveyed, see question #1). The guality of teaching
in students' courses and among CNR faculty is rated very high (CNR
ranked 3rd among programs surveyed, see question #2). CNR faculty
were especially well rated in their ability to stimulate students'
motivation to pursue intellectual interests both within classes and
outside of the context of the courses themselves (CNR ranked 2nd
and 3rd, see questions #3 and #4). This indicates that students,
in their judgement, use their freedom of choice wisely and choose
challenging courses taught by good teachers.

ClR students believe that they have been able to gain exposure
to a wide range of 'schools of thought' and p01nts of view within
their pro program (rank CNR 2nd, see question #5). Some have maintained
that programs like CNR are too one sided and that students do not
gain a balanced perspective. This data, along with the fact that
students in CNR take most of their courses outside of the CRS depart-
ment, documents that CNR students are exposed in more depth and
breadth to diverse 'schools of thought' than students in virtually
any other program on campus. The consideration of social issues
and the assumption of social responsibility is very important to
most CNR students (see pages 14-21). They indicate that they are
satisfied with the degree of concern faculty show in class for the
social issues that relate to their courses (CNR ranked 2nd, see

question #6).

The quality and degree of communication between CNR faculty:
and students is excellent and extensive. This evaluation stands
the test of time, as graduates rate this area as highly as under-
. graduates (CNR ranks 2nd, see questions #7 and #8). CNR stands near
the top in terms of the number of faculty students know, and the
frequency of productive discussions with faculty (CNR ranked 1lst and
2nd, see questions #10 and #9). Faculty in CNR obviously care about
students and are open and available to them outside of class to a
degree seldom equaled in other programs .

In light of the fact that faculty rarely attend each other's
classes, let alone sit through a whole course, students' and grad-
uates' evaluations are not only the most relevant, but the only ones
we have based on substantial and appropriate evidence - what
actually transpires in the classroom. That is, courses and teaching
are for students, and hence, students are ultimately the best judges
of how well a teacher has taught -- for it is they who have learned
or not learned, been inspired or bored, led to new insights and
syntheses or unaffected. It is only students and their later
accomplishments that can reflect back over time and establish the
long term effects of an educational experience. It must be remem-
bered that the principal purpose of courses and teaching are their
long term contributions to the careers and lives of the people who
take them and to the society at large. In this context it is
important to note that students' judgements at the time they are
taking courses tend to closely parallel graduates' later judgements.
That is, what is judged to be effective at the time, tends to be
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judged effective in the long run as well. There is little evidence
in this, or any other study, to support the oft heard statement,
"You may not appreciate it now, but you will some day.'"; given to
students who are critical. Though this may occasionally be true

in specific instances, it is simply not the case in general.

In conclusion, it is clear that CNR faculty meet students'
needs for quality teachlng, education, and time to discuss intellect-
ual interests to a greater degree than any other p program among those
surveyed. It is not an unreasonable inference that this holds for
all undergraduate programs on campus.

B. Reguired CNR Courses

A small set of relatively unique courses form the core of the
CNR major. They are, CNR-49/90, the Introductory Seminar to education
in CNR; IDS-10A,B,C, a broad interdisciplinary survey of environ-
mental issues; and CNR—149 a Senior Seminar designed as a syn-
thesizing experience for graduating seniors. The overall evaluations
of courses, teaching, and faculty in the previous section apply
to these courses as well, in that the questions did not exclude these
courses. However, it is important to look at these courses individ-
ually too. '

1. Interdisciplinary Studies 10; A-Ecosystems, Their Maintenance

and Disruption; B-Global Env1ronmenta1 Problems; C-The San

Francisco Bay Area. This course provides a broad interdisci-

plinary survey of major environmental issues. A wide variety -
of topics are covered from diverse perspectives relying heavily

on guest speakers, accompanied by small discussion sections.

Thus, the student gains a broad base of knowledge about current
environmental issues and is exposed to many different points ,
of view about them. Optional project sections (IDS-10L;M,N) i
are offered concurrently for those students who want to pur-

sue various problems and solutions in greater depth. These

often involve substantial work in the field or community.

CNR students responding to the 1980-1981 Survey were asked:
Did you value the IDS-10 series? CNR graduates in the Follow-Up
Study (1980) were asked: There are several courses that are speci-
fically CNR courses: [listed]...¥ere any of these especially important
to you? Briefly describe how and why.

Value of IDS-10 series

CNR 1980-1981 Mean 4.12

(5)of great value 40%; (4)40%; (3)14%; (2)5%; (1)of no value 1%

CNR Follow—Up* Mean 4.47 (adjusted to a 5 point scale) i
(3)of high value 73%; (2)of moderate value 22%; . (l)of low value 5% =

*in categornizing nesponses CNR content cowrnses wehre Lumped together (IDS-10,
CRS-110 Ecosystemology, and 1DS-120 Envirommental Education) .
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IDS-10 is given high marks by most of those who take it.
The mean for courses campus-wide on a similar question is 3.81
(see question #1, page 56), while the mean for IDS-10 is 4.16
(i.e. 41% of those taking IDS-10 found it to be of great value,
compared to 22% for courses campus-wide). In keeping with the
pattern throughout this report the judgements and comments of
graduates parallel those of current students.

The explicit goals of IDS-10 are well realized for a
large majority of persons. IDS-10 has not only served its
purpose as a broad introduction to environmental issues, but
has had a profound impact on the education and lives of a sub-
stantial portion of those who have taken it. The follow1ng eval-
uations from current students and graduates (year of graduation in
parentheses) will give this statement substance and flavor:
"IDS-10A,B,C, are absolutely essential to undenstanding the dynamics thaz
exist beyween economics and politics; and environmmental b.iology, ecology and
ecodystems ('77)." "The best aenies on eampus." "1 feel the whole world
has opened up to me." "IDS-10 is the greatest thing education-wise, that has
evern happened to me...my scope increased...l came away with a more integrated
viewpoinZ." "My §inst exposure fo such high quality speakens and guesis.
These concerned people really made me s%op and take a real Look at the world.
1t Atands out as the best cowwse 1 had 4in college ('77T.7 "This cowwse moved
me to entern CNR, and 1 see othens affected by it all the Zime." IDS-10
appears to achieve with many students that elusive educational goal
of fully engaging the whole person in the pursuit of knowledge and
understanding - the kind of engagement that changes people's lives
in the directions advocated by the University's most fundamental
purpose - a commitment to working to make a better world. The
course leads many students to select CNR as a major (the course with
its large enrollment attracts many lower-division students from
every sector of campus); and helps many others to establish and
begin to refine their specific Areas of Interest within CNR.
The course is well designed to meet students' legitimate needs at
this stage of their actual educational development.

Persons, for the most part, saw IDS-10 as an objective
presentation. Comments from those who have taken the course
will speak to this: ...allows students Zo develop their own analyasis"
'...veny enlightening, offerning very objective (and therefore alternative)
Anformation and points of view ('76)." "...I1ts objective setting allows
Atudents Zo become subjective."” Only a few students remarked that the
'"environmentalist' perspective was too dominant.

IDS-10, like most general survey courses on campus, has
small discussion section meetings each week in addition to large
lecture sessions. Bringing together small groups of students with
knowledgeable leaders has been a critical and valued component of
the course. Not simply in the academic sense, but also in bringing
together students to think about and discuss issues with each other.
Many students commented that the opportunity to enter into dialogue
with their peers in the company of knowledgeable guidance was
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otherwise generally lacking in their educational experience at
Berkeley. IDS-10 was "...a geed vehicle in encoumg&ng one teo cxplene, he-
seanch, discuss, and expe/u.ence in greups ('75).

A number of students expressed the view that two quarters of
IDS-10 were ''great', but that three was too much. This feeling
accounts for the substantial percentage of students who substitute
another course for the third quarter of IDS-10. The availability
of this option is fully justified on a number of counts, and is
another example of CNR's flexibility in meeting the diverse needs of
its varied student body. A few students who greatly valued their
IDS-10 experience resented the fact that some of their fellow class
members, who were rarely other CNR students, considered the course
a '"mick'"'. Though in the past it has been relatively easy to get a
passing grade in IDS-10, this obviously does not imply that the
course is not an excellent one; but merely that it could be taken
advantage of a little more easily than courses with lower grade curves
(i.e. courses giving smaller percentages of passing and high grades).

Though valuing the course,a significant .portion of students
found it both overwhelming and depressing due to the number and mag-
nitude of environmental problems, and the relatively lighter emphasis
on solutions. The majority, however, saw it differently. For
example, "[IDS-10] helped me Learn where thene's smeke there's fire; Li.e. for
everny preblem there's a heasen and thus a sefution."” Such trade-offs
(e.g. between covering a wide range of problems vs. covering fewer
problems and examining solutions in greater detail) must always be
made in broad survey courses with real time constraints. Findirg
optimal balances between the many factors is an on-going challenge,
and no matter what, one can never satisfy everybody. One good
solution to being overwhelmed by the problems is the focus on
in-depth analysis and solutions of one problem found in the
optional project sections (IDS-10L,¥,N). A student comments;

..[project sections]...are the 'enitical missing Link' te the sernies -
bringing a selutien (at Least attempled) Lo the many preblems." Perhaps
CNR students should be more strongly encouraged to take project
sections along with IDS-10A,B,C,

The impact and value of the IDS-10 series is demonstrably related
to the academic background and understanding people bring to the
class. Thus, a significant number of students rightfully felt that
the course lacked sufficient depth given their background and current
needs, and emphasized their desire for a more probing course. This
should not be confused with the level of ability and motivation of
students, for it is clearly anchored in background preparation, not
potential. The following evaluation of IDS-10 is typical of many
CNR graduates who have embarked on distinguished careers. It comes
from a graduate ('76) who has completed a Master's degree in Public
Health at one of the nation's leading institutions, John Hopkins
University, and is currently a fourth year medical student focusing
on environmental health at the University of California Medical
School, San Francisco. She states; "...[The IDS-10 series was an]...
Aincredibly geed synthesdis of bielegical, social and physical sclences and hew
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Zthey bearn on environmental issues. Independent projects in 10LMN helped me
explone areas of interest. 1 sXLLL use some 05 the anticles in the syllabi..

which were well put togethern. [The] reading alone made the counses mumuh,de,
and the Lectunes were memorable and very {mspining”. An appropriate solution
to this real distinction between students, with respect to background
and needs, would be to offer an advanced 100 level course as an
alternative to IDS-10. Students would then have two options to
choose from to better match their background and needs. CNR has

just such a course on the books to serve this purpose, but does

not yet have the resources to staff it. Clearly both options should

by available and staffed.

In con¢1u51on IDS-10 functions as a basic and essential intro-
duction to the range of environmental issues and disciplines encom-
passed EX the CNR major. The data indicates that it fulfills this

function exceptionally well.

2. Introduction to Conservation of Natural Resources-Seminar
CNR 49/90. (Formerly CNR 49 required of all entering Freshman and
Sophomores, and recommended for upper-division transfers; and now
CNR 90 which is required of all entering students). This course is
intended to facilitate the laying of the underlying warp of the CNR
program through which the weft, or content, can be woven in the
pattern of each individual's ”Area of Interest”. It introduces
people to the CNR community and its philosophy. It helps students
clarify their educational goals and needs, and to develop their pro-
gram of study.  Students are further introduced to CNR, campus, and
community resources. CNR 90, with increased units, added a component
directed at problem solving skills for addressing environmental
problems. A student describes CNR 49 as follows:

"For me, the primary 60cuA 04 the CNR 49 expernience L8 responsibility--
the neépon44b¢£¢ty for one's educational process which the Individualized
nature of the majorn demands, and the responsibility §or oun own actions
and Life styles which must be recognized forn an effective commitment
to the comservation of natural resources. The §Lnst of those ob-
jectives is apparent from the structure of the cowwse: academic plannding,
educational resource exploration, and exposure to alternative educational
pers pectives. The second objective, personal responsibifity and
commitment to the eventual realization of natural hesource conservation,

48 a concept which 1 think 48 unique to this mafor..." (CNR Handbook 1978/80)

A summary of people's evaluations:

1. Graduates were.asked; Were any of these [CNR 49,CNR 149] especially
important to you? Briefly describe how and why?

2. Undergraduates in the 1976 Student Initiated Questionnaire
were asked; Do you feel that courses similar to CNR 49 and CNR 149
dealing w1th “the CNR philosophy are pertlnent to your CNR program?

: 3. Undergraduates in the 1980-1981 Survey were asked; Did you
find CNR 49 (new CNR 90), the Introductory Seminar, worthwh11e9
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Each of these questions was seeking slightly different kinds
of information, but are roughly comparable.

Value of CNR 49, CNR 90, CNR 149

1. CNR-Follow-Up : Mean 4.35 (éﬂjusted to 5 point scale)

(3)of high value 71%; (2)of moderate value 19%;  (1)low value 10%
2. Student Survey (1976) . Mean 4.42 (adjusted to 5 point scale)

(3)yes 82%; (°) maybe 1% (Dno 17%
3. CNR 1980-1981 Mean 3.72 (CQR 49/90: &57*)

(98)yes,_extremely worthwhile 23%; (4)37%; (3)30%; (2)10%; (1)no, not at all 0%

-COR 80-81 (1-3 quart.) Mean 3.53 (CNR 90: N=21)**
-CONR 80-81 (2+ quart.) Mean 4.05 (CNR 49: N=36)""

(5)yes, extremely worthwhile 33%; (4)43%; (3)19%, (2)5%; (1)no, not at all 0%

Only 54% of the sample had taken CNR 49/90. Junior transfers were not
required to take CNE 49, until replaced by CNR 90 in 1980.

**Students who had been in CNR between 1 and 3 quarters could only have
taken CNR 90; those who had been in CNR 4 or more quarters had taken
C\R 49, w1th a few exceptions.

N.B. Average rating for all counses, across ALL PROGRAMS (ARU-40) jon roughly
comparable questions was: Mean = 3.81

The Introductory Seminar 1s frequently one of the most critical
courses in a student's program, , for it has the task of helping to
shape direction, tone, and values. 1t has been, and remains, one
of the most dlfflcult and challenging of all courses to conceptualize
and organize successfully at the level of practice, though several
faculty have. Because of its purpose the Introductory Seminar, to
a greater degree than other courses, is dependent on a sensitive
awareness of where students are, individually and collectively, in
their educational and personal development. The success of the course
requires developing good dialogical relationships between faculty,
students, and the 'student aides' who assist in the course. To
pitch the class at students as an undifferentiated group of persons,
which is fairly typical of lecture-type classes, would be to make
CNR 49/90 disfunctional. Students and faculty see classes like
CNR 49/90 and CNR 149 as important and essential to their program.
For example, in the 1976 Student Initiated Survey eighty-seven (87%) -
of those who had taken CNR 43 felt that such courses were pertinent
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to their programs, and seventy-nine (79%) of those who hadn't
taken CNR 49 (but would eventually take CNR 149) felt similarly.
CNR graduates reported that CNR 49 and CNR 149 had been very
important components of their education.

One of the key features of CNR 49/90 is the integrated use of
advanced CNR undergraduates as 'student aides’ in the course.
They function as experienced peers who are unlquely suited to draw,
others into the meaning, value, and activities of the CNR major.
They also serve the traditional role of 'readers' of student assign-
ments. The 'student aides' serve as a good bridge to bring new
students fully into the many educational activities and possibilities
within the CNR community - a way of building continuity. The con-
tributions of 'student aides' has been universally praised by
faculty and students alike. These experiences have also proved to
be excellent and unique educational opportunities for the 'student
aides' as well, many of whom are planning careers in, or closely
related to, education.

CNR 49/90 serves its purpose of bringing new students into a
'community of learners' quite well. - Students express this clearly
in their evaluations. For example: "ALlows the student early in his on
hen education, to develop relationships with other students and faculty sharing
the same intenests and objectives. 1t allows the student to become active,

§eel accepted in the social spheres of the school - overcoming the barier of
alienation in the Large Univernsity setting." "Made me feel a part ef a commun-
Ly ('74)." "1t gave me a feeling o4 comuadeny...strueture was a relief grom
typxlcal Berkeley classes."” CNR 49/90 moves students into participating
in their learning and devéloping a responsible, integrated approach
to their education and life plans. Students reflect as follows:

Tt was Leanning a different approach. But very valuable in that 1 had o
participate.” "I found Lt imporntant to come to tenms with the intenrelationsnips
0f personal Life with political objectives and careen possibilities.” CNR 49/90
allows new CNR students to address their fundamental educational
concerns in a manner that is virtually unique on the 3erkeley campus.

We would be seriously remiss in our educational responsibilities
if we underestimated young persons' needs to systematically examine
their motivations, interests, and possible life directions in a
supportive and focused enviromment. CNR 49/90 provides an environ-
ment and structure where students are asked to embark on, or continue,
the process of systematic and reflective integration of course work,
field work, and life plans. Certainly, CNR 49/90 can not, and should
not, be the beginning and end of this process; but it can initiate,
or facilitate the process by providing structure, direction, dnd
focused time. A large portion of students, and this is characteristic
of undergraduates in general, have never before examined their
education and life plans in a systematic, focused, and sustained
way, especially in a context where relevant questions and issues can
be raised and sustained dialogue encouraged. Few would argue that
this is not one of the most complex, difficult, and important
decisions one makes in life. To integrate this process into many
aspects of the CNR program rather than leaving it to ancillary



-66-

services like career guidance and counseling centers that are
distant from the program itself, has proved invaluable for CNR
students.

Two, of many, indications of the success of this strategy are:
1) the relatively small percentage of CNR graduates who indicated
that they would substantially alter their undergraduate education if
they had it to do over again, compared to UC graduates in general
(CNR graduates-20%; UC graduates in general-50%: see page 23); and ,
2) the relatively high level of career satisfaction of CNR graduates
compared to UC graduates in general (CNR graduates-83% satisfied;
UC graduates in general-approximately 65% satisfied: see page 22).

Even allowing for somewhat different foci in the questions
asked, it is fairly clear, and student comments confirm this,
that CNR 90 (it has only been offered three times) is less
successful than the old CNR 49 in achieving its stated purposes.
The majority of students responding to the 1980-1981 CNR Questionnaire

had taken CNR 90, rather than CNR 49. The mean value of CNR 90,
mean = 3.53, was still within the range of that for typical courses
on campus; while the mean rating given by students who had been in
the program four or more quarters was 4.05, presumably virtually all
of these students had taken CNR 49, rather than CNR 90. An examina-
tion of the difference between CNR 49 and CNR 90 will provide some
clarity to the challenges surrounding the Introductory Seminar.

A few evaluative statements from students will bring sub-
stantive flavor to our analysis; "I know CNR 90 s meant Zo get people
thinking and draw them into the action in CNR, but somehow in our class Zhat
did not work. Many people ended up alienated, orn Lif Zhey were Linsensitive, no
diggerent at all." "I Zook CNR 49 and it nelped me make my decision but didn'z
nhush 4t [to enter CNR and decide on a direction]. T hear CNR 90 was noz good
with picky assignments. The class should only involve deciding on a direction
An CNR, not more units. A frniend of mine wanting 2o join CNR, was Zurned 04§
by CNR 90." The problems encountered in CNR 90, apart from instructor
idiosyncrasies, stem from several factors: 1) being required of all
entering CHNR students its enrollment shot way up (from about 45 in
CNR 49 to 90 before enrollment was closed in CNR 90); 2) there was
resentment among some upper-division students over its being a re-
quirement, as the needs of lower-division students were significantly
different from the needs of upper-division students; 3) the addition
of the problem solving component was not well integrated into the
traditional purposes of the course and, thus, created some confusion.
There also appeared to be some overlap between this component of CNR
90 and the project sections in IDS 10; 4) the course is still in a
developmental stage.

Having learned from their mistakes, CNR is, in its traditional
fashion, through systematic dialogue between faculty and students,
re-thinking the course. Substantial changes in the Spring 1981
offering promise to return it to its original position of strength.
Namely, limiting it to lower-division students and an enrollment of

o
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fourty-five; and separating its traditional function (CNR 49)

from the problem solving component by having separate meetings for
each. Experience and the data suggests that CNR 90 should return
to the original purposes of CNR 49 and involve fewer hours.

Though it is believed that an Introductory Seminar could play an
important role in the education of Junior transfers, their needs
are sufficiently divergent that a separate section of the seminar
needs to be developed for them. CNR had such a course but lacked

the resources to adequately staff it.

In conclusion, CNR 49 was shown to have played a unique,
important and successful role in the CNR program. Its successor
CNR 90 appears to have some conceptual and practical problems,
exacerbated by scarce resources, but is in the process of being
restructured to better meet the goals of the Introductory Seminar.
Hopefully in time it will improve on the old CNR 49 as well.

3. Senior Seminar in Conservation of Natural Resources - CNR 149

"The Life which 48 unexamined i& not worth Living."
-Socrates-

"MoaZt people do not accumulate a body of experience.
Most people go thwough Life undergoing a sernies of
happenings undigested. Happenings become experiences
when they are digested, when they are reglected on,
rnelated to general patterns, and synthesized."

-Saul Alinsky-

The Senior Seminar is usually taken during a person's final
quarter before graduation. It is a structured time for synthesis.
Like the Introductory Seminar it focuses on the often neglected
interface between courses, career, and life. The Senior Seminar
provides a significant pause for people to take stock at a critical
point in their lives. For the majority it will be the first time
since early childhood that their regular occupation will not be
school. There is often great uncertainty and anxiety - people are
asking themselves, '"What lies beyond?'" Not an easy question in these

-times of mounting crises and uncertainties. The Senior Seminar is

intended as a capstone to a CNR education. Most students look for-
ward to the Senior Seminar, often with 'great expectations'. They

are expected to complete a synthesis of the diverse strands of their
education and achieve a coherent sense of the whole. Similarly, they
are expected to project it forward in terms of its potential for
advanced schooling, careers, and life. Though this is often relatively
easy with respect to 'form', the challenge of 'essence' - how to

gain meaning in one's work and life is on-going and never easy.

Thus, the integrative and reflective nature of CNR 149 is an attempt

to meet important educational needs. This, too, is a unique course

. on the Berkeley campus.
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The class meets once a week, usually in the evening after
a shared potluck dinner, rotated among the homes of the class
members. Students are required to present a seminar that in
some manner reflects the coherence of their Area of Interest,
and to prepare a written 'Senior Synthesis' which addresses
T

the question: What is my situation - Where have I been? Where
am I now? and Where am I going?

The questionnaire data that bears on CNR 149 can be found
in the table on page sixty-four. The narrative data from grad-
uates will build a sense of the actual impact of this hlghly
rated educational experlence "[CNR 149] ALlowed me to summarize my
LIFE, values and attitudes before 'going out on my own' ('73)." "...[the
facu]ty member teaching CNR 143]...was a great inspiwation and offered en-
cowragement to all of wus concerning post-graduation ('76)." "[CNR 149 was]
imporntant forn goal setting and careen euaﬂuation .[it] made me #iine about
what 1 wanted to do and where 1 was going ('74)." "[CNR 149 was] one of the
most important processes for me - I gained a sense of congidence in mysel
that has continued to grow "'75)." "A valuable class - 1 Learned to evaluate
my experience Ln the CNR progran and Learn what mg peers had gotten out o4

thein expenience Ln CNR ('77)." .

We have noted that the Senior Seminar is highly wvalued by
the overwhelming majority of CNR graduates. This coupled with
the representative sample of narrative evaluations which indicate
why graduates valued their CNR 149 experience, demonstrates that
- the Senior Seminar generally achieves its stated purposes. The
data with respect to career satisfaction of CNR graduates in
comparison with that of UC graduates in general (see page 22)
affirms the cumulative effectiveness of the CNR program and the
focusing value of the Senior Seminar as a part of the whole.

Like the Introductory Seminar, the Senior Seminar is a
difficult, but usually rewarding, challenge for faculty and students
alike. Since it is interactive and in significant part dependent
on dialogue, its degree of success varies as a function of its mem-
bership, including the faculty person leading the seminar. That
it is generally judged successful is a tribute to the quality of

faculty and students in the CNR program.

In conclusion, the Senior Seminar generally serves as an
important and successful capstone to the CNR educational pro-—
gram. Graduates affirm this from the perspective of their ex-
periences since graduation:

C. Independent Studies and Internships (CNR 99/199-individual
independent study; CNR 198-supervised independent group
study; CNR 197-field study; CNR 180-internship)

"Independent'" in this context means the freedom and flexipbility
to craft unique educational experiences to meet specific individual
and small group needs as they emerge from the logic of people's
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educational development. Some of these courses can be used to
pursue intellectual interests not covered in formal courses (CNR 99,
CNR 199, and CNR 198); others to engage in 'praxis' (CNR 198,

CNR 197); yet others for field experiences with a minimum of
analytic work (CNR 197). Internships are a sustained single
involvement for an entire quarter, and will be considered separately
at the end of this section. Within CNR these courses are the
primary avenue for pursuing praxis - the simultaneous learning

of theory and practice. Though these courses are the major vehicles
for integrating reflected upon practical experience into a student's
program, several courses closely associated with CNR have field

and community components that are either an integral part of the
course or optional additional components (e.g. IDS 120 Environmental
Education, and the IDS 10 series' project sections IDS 10L,M,N).

CNR students, faculty, and staff use these courses extensively
to meet individual goals and the goals of the CNR program (see
'selected educational goals', pages 13-17). The following table.
gives a general indication of the extent to which CNR students
exercise these options. It is a substantial underestimate because
CNR students enroll in these courses under the sponsorship of
faculty in many departments across campus, depending upon their
specific interests.

‘Enrollment in Independent Studies for the
Academic year 1979-1980

F w | sp | su il TOT

CNR 99 1 0 3 0 4 *, *¥*

CNR 199 13 13 33 1 60 *,*x*

CNR 198 17 49 52 0 118 *,***

CNR 197 16 28 20 1 65 *

CNR 180 12 | 14 7| 14 a7

* A number of CNR students take 99's, 199's, 198's,
and 197's in othen departments as a function of
the Andividual professons and profects that they
want to get involved with,thus figures are Low.
** Oven 15 different faculty sponsored these 99's
and 199's. Rarnely more than 2 a quarnten per faculty.
*** There wene 15 sections of 198's, with an average
04 8 atudents per section (range 3-15), sponsored
by § different faculty membens.
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Questionnaire Data on Independent Studies

1. Comparison of CNR with other campus programs: Undergraduates
and graduates were asked:

There was enough field work, internships, groups, or other
experimental course offerlngs in this program [1n CHNR and
credit was readily available for appropriate volunteer experience.

Independent Study Options: Means CNR and comparison groups
CNR-ARU 79....... 4.62 Life Sciences-ARU(18)... 3.25
CNR-Follow-Up.... 4.17 All Programs-ARU(40).... 2.95
Rank-CNR......... 1ls , (range 2.13 - 4.62)

Discussion. CNR students, almost to a person, strongly agreed that
there were enough 1ndependent study options in CN This judge-
ment was sustained by CNR graduates. CNR was well ‘ahead of the
second ranked program which had a mean of 3.88. It is interesting
to note that over 25% of the respondents in over one-third of the
programs checked ''not applicable'" or '"'nmo information'" for this
question, indicating that they were not even aware of the options
generally available for undergraduates at Berkeley. In sharp
contrast to CNR, the average student on campus feels that he or she
has far too few '""independent study' possibilities.

2. How do CNR students and graduates view Independent Study -
Community involvement?

A. Students in the 1980-1981 Survey were asked:

CNR encourages involvement in the community (practical experience)
through field studies, internships and other individual and group

projects.
-Do you believe this is an important emphasis for one's education?

Mean = 4.82 :(5)yes, very important 85%; (4)12%; (3)3%; (2)0%; (1)No 0%

-If you have worked in the community as part of your CNR program
has it been of value to you?

Mean = 4.50: (5)yes, of great value 72%; (4)17m, (3)6%; (2)0%; (1)No 5%
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-Do you plan to include community involvement in your program?

YES--69%; MAYBE--28%; NO-- 3%

-Do you plan to do an internship during your education in CNR?

YES--54% MAYBE--30%; NO--16%

B. CNR graduates in the Fgollow-Up Studv were asked for narrative
responses to the following questions:

CNR encourages 1nvolvement in the community through field studies,

internships, and other individual or group involvements.

-Did you take advantage of ‘these opportunities?

88% of CNR graduates responded YES.

78% took either 199's, 198's or 197's

65% took an internship. * The class of '74 was the Mt group.
that was able %o Zake §ull advantage of the internship progham. This
percentage 45 for the classes graduating grom 1974 to 1979.

-0f what value ‘have they been since graduation (helping career/work
choices, contacts for jobs, etc.).

99% of CNR graduates found their Independent Studies to be of
value to them after graduation. Most found them extremely valuable.

100% of CNR graduates found their internships to be of either
great value(89%) or moderate value(1ll%). Mean = 4.82.

C. CNR students responding to the 1976 Student Initiated Questionaire
were asked:

-Do you know about the 15-unit internship program?

YES--80%; NO--20%

-If so are you planning an internship as part of your academic plan?

YES--35% (3% completed, 32% planning to)

MAYBE--21%
NO---24%

* These percentages are based on the toxal sample.
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Several strong conclusions emerge from this data:

-CNR students share the program's goal of substantial practical
experience and community involvement.

-The CNR program provides adequate opportunities and resources
to meet these goals.

-A large proportion of current students either have, or plan to
take advantage of these opportunities. A large percentage:of
graduates did, in fact, take advantage of these possibilities.

-CNR students while still in the program found these experiences
of great value; and graduates. found them to be of exceptional
value in their later careers and lives. : '

The word that best describes CNR students' and graduates'
responses to these experiences is "enthusiastic', as the accompanying
evaluation and analysis reveals in detail. They are seen as one of
the most critically important components of the program, and as one
of the central means by wihich several of the program's goals can be
fully realized - flexibility, practical experience, community involve-
ment, social responsibility, and career development.

In examining their community experience current students emphasize
how important it was in learning to apply knowledge as well as in nelp-
ing them to shape their academic program. GSome representative comments
in this vein follow; My [community work] added a new dimension Zo my education
and changed my perspective, as a hesullé 1 modified my area of interest. The
experience helped me understand what type of disciplines 1 snould Lncorporate into
my area of intenest, which 1 had not considered up until that time." "Application
0f knowledge is essential - beginning this application is especially valuable while
being in school because Lt gives us the opportunity to see where the "gaps" may
be and Lo Zake counses in those areas and recelve additional support and guidance.”
chers speak of tharmgi?ing these experiences have brought to their
courses on campus; nk it 48 extremely valuable To wenk in the Communit
Lo Ayﬁfﬁeéaze that Zearning. 1t has been the most valuable aspect 04 my adugzzzon,

At brings helevance %o book fLearning." Working in the community enables
people to get a better understanding of their abilities and interests:
"o At's a time when one 7edlizZes what tiein abiliTies and inteneslts redlly ate by
working in the community...one develops contacts in one's gield of intenest."

Many students stress the importance of getting in touch with the
reality of the world they will eventually work and live in: "Ex-
perncence 8 Zne best teacren." TTnvolvement witnin the gemeral pubZic allows one
2o gain diverse exposure to the needs of society. Community Links ate one 0f the
best things about CNR - most of the univernsity Lacks this, which 4is blind. (le
mus-t enten the community eventually anyway." "Since conservation is community
ornientated, exposwre to organizations already at work is veny impontant in education.
Too bad other majons don't get it." "Community experience is essential §or a well
rounded CNR experience. Iz should be required.”
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Students see practical experience and community work as -
an essential and integral part of their CNR education, rather than
somethlng one does if one has a bit of spare time. The range of
things peoplée involve themselves in is virtually unlimited. The
titles of a few ''supervised group studies'" (198's) for the 1979-1980
academic year will give a hint of their breadth in both academic
and community applications: '"Women in Nature - Feminist Perspectives
on Nature'; '"'Berkeley Earth Day '80 - A Celebration of Community Self
Reliance'" (a community event that attracted 5,000 people); 'Local
Land Use Regulations - Legal Theory and Practice'; "New Games - Theory
and Practice'"; "Education for Democratic Action (which created ''Teach
In - Learn In on the World Crises'", a true interdisciplinary educational
event bringing together natural resource specialists, political
scientists and others to focus their knowledge on the emerging world
crises, that drew over 2,000 persons for a day long event); '"Inte-
grated Study of Israel - Economics, Culture, and Philosophy', (done
in preparation for a group internship in Israel); '"Nuclear Safety -
The Lessons of Three Mile Island'"! '"Controlling World Resources:
US Foreign Policy and Resource Development and Allocation'; "Environ-
mental Media - Techniques and Applications in Communicating Environ-
mental Issues'. Students engaged in these creative intellectual and
applicational pursuits generally had a very high level of involve-
ment, and undertook a sustained effort much greater than for an '
average course, because they were the prime generators of the ex-
periences, yet were not alone or unsupported by University structures.

Graduates, if anything, were more enthusiastic about their
practlcal experience than undergraduates in terms of its later value
in their work and lives, especially with Tespect to their internships.
" In addition to the points made by current students the most salient
value for graduates was the importance of these experiences, in
innumerable ways, in making the transition either to the working
world or graduate school. That is, these experiences lead directly
or indirectly to jobs and careers, and contributed to getting into
graduate or professional schools. This relationship is well de-
veloped by a woman ('75) who is the Dean of Continuing Education at
a university in San Diego. She states; "Most imporntantly, Zthese proghams
allowed me to develop my creativity and initiative Lin s0lving environmental
problems, and gave me real world experience with the support of s0lid academic
standarnds. 1 Learned how to s0lve real world situations znnouga othen people,
acnoss disciplines, how to researnch Lssues, 2o question autaon¢zg when appropriote
and to integhate my sRLELs and knowledge pnoducxxuezy into the 'system’." One
1973 graduate put it this way; "There 44 a major difference £n the way
the outside world thinks and acts and the world of the university. Exposure
Zo how the outside world works aids in the tramsition §rom one to the othex,
without which many students may fake unnecessary time zo adjust and become
effective.” Adding perspective and seeking the key to the contri-
butions of independent studies in the community is this statement
from a 1972 graduate; "...[it]...has contributed the most to my education,

then and to this day. 1 suspect the key was Linvolvement!"

This analysis could be carried much further, but to avoid
extensive overlap it is more appropriate to shift to an examination
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-of internships. Many of the factors we will develop there also
apply to experiences gained through field studies and other courses.

Internships.. In several significant ways internships are the

~"high-point" of the CNR program. They often serve as the "academic--
practical” synthe81s that moves a person forward into the next

phase of their life, whether it be directly into a career, or in-

to advanced educational programs. The internship option in CNR is
unique in many respects which have contributed to its wvalue: 1) there
is not a formal set of internships available to students; rather
there is a file of several hundred potential internship sites in

the Resource Center, along with comprehensive student reports on
over 300 completed internships. Students are encouraged to seek

out and develop their own contacts and internships to meet their
unigue interests and needs, in collaboration with faculty or any
other résource people who may be able to help them, 2) though the
program has a coordinator to facilitate all of the necessary ground
work and paperwork, students must work in close collaboration with

a faculty member of their choice, in the conceptualization stage,

as well as throughout their internship. Their faculty sponsor's
expertise-is usually closely related to the area of the intern-

ship, so that critical aralysis and appropriate disciplines can

be more fully brought to bear, both in shaping the internship,

and in realizing the full potential of the experience once it has
been embarked upon. The breadth of the internships that are possible
is indicated by the list of category headings in the internship
reports' file. A significant number of these have been undertaken
in other countries covering every continent. The numbers in the
parentheses are the approximate numbers of persons who have com-
pleted internships in each category. Category headings include:
Advocacy and Lobbying(13); Airn Quality(7); Appropriate Technology(5); Coastline/
San Francisco Bay(8); Community Sel§-Reliance(1); Ecosystem Desdign and Computer
Modeling(§); Education (3); Energy-Nuclear(15); Energy-SolLar(7); Envirwnmental
Education(24); Environmental Impact Assessment(14); Food/Food Raising(10);
Health/Social Weliare(18); Housing/Design(3); Indormation Centens/CLearinghouses(1);
Land Use/Open Space(5); Law(1); Livestock/Rangeland(5); Media(7); Minornities/
Thind Worlkd(5); Workd Planning Centen(1); Nautral History/Natural Science(14);
Natural Resounce Management(10); Natural Resource Management-Forest(6); Parks/
Outdoor Recreation(24); Pest Conthol(7); Planning-City(§); Planning-County(15);
PLanning-Regional(3); Planning-State(3); PLants(4); Social Change(?); Transpor-
tation(?); Water-Conservation and Use(7); Wilderness(13); Wildlife(16); Wildeife-
Marnine(1); Women-Health Collective(1); Water Qualizty(é).

Internships became (structurally) fully available with adequate
support mechanisms in 1974. Since that time the use, and intended
use, of internships has steadily increased. For example, in 1976
fifty~-six percent (56%) of CNR's students responded yes (35%), or
mazbe (21%) to the question, "Do you intend to do an internship?",;
in 1980-1981 seventy-four percent (74%) of CNR's students responded
either yes (54%), or maybe (30%) to the same question. »
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Sixty-five percent (65%) of the graduates from the years 1974-
1979 in the Follow-Up Survey included an internship in their pro-
gram. Of those who did internships, 100% found them to be of either
great value (89%) or moderate value (11%). (The quantitative data
is presented in full on pages 70-71).

One of the most significant findings from the CNR Follow-Up
Study (1980), which included over seventy persons who had completed
internships, was that out of those who took internships but did not
go directly on to advanced schooling after graduation (between 60%
to 70% of the total sample) a full sixty percent (60%) of them got
a satisfying job drawing on their areas of interest, either directly
or indirectly, as a result of their internship. This is an impor-
tamt accomplishment in this era of tight job markets. For example,
a 1977 graduate comments; "My internship in Alaska directed my study for
" the remainder of my time at the Univemsity - 1 took classes Lt showed me 1
needed. Two 0§ the majorn fobs 1 have had came almost directly grom my Lintern-
ship - through contacts and special trhaining 1 heceived durning my internship."
Or from a woman graduate who is a planner with the State of Cali-
fornia, Air Resources Board; "...[her internship]...related to public
advocacy (povernty Law)...helped me see through Lowern class eyes - at Least a
Little bit. 1 think c,t gave me a perspective which can easily be forgotten in
enviwonmental planning. My work with nedighborhood Legal assdstance was deginitely
a majorn factor in persuading my §Lrst employer at the Airn Resources Board Lo
hire me (he was the Baord's Legal Counsel).” The subtle webs that develop
from the ability to follow leads is illustrated in the following
comments from a 1975 graduate who is now in a PhD program in Agri-
cultural Journalism at the University of Wisconsin; "...[independent
stu dies/internship]. ceventually Led to work for the Unwefw.,ty a/.s a Reseanrcn
Assocdlate in agriicultural economics. This experience helped me gain employ-
ment with the Na,aona,?_ 4-H Council, which aided me in gaining a ghaduate assis-
tantship [newswriter for the school of agriculture] at the Univers.ity of (is-
consin." A woman graduate from 1974 phrases it this way; "My intean-
Ship was the most valuable and influential in developing my relationships between
education and career goals [she is a GS-9 Biological Information Specialist
with the U.S.F.S.]...[it]...provided the 4ootsteps te a careen in the U.S.F.S.
They Liked my work, my "generalist" backghound, my study habits, and my Ldeas."

Equally compelling is the relationship between internships
and gettlng into advanced degree programs, and the shaping of a
person's work once there. For example, a woman ('76) who is com-
pleting a PhD in Population 3Biology at Princeton University comments
on her internship; "Invaluable. My internship gave me time and experlience
which enabled me %o 4focus my career chodice Ln an area where I will be (hopaﬁu,&?.y)
‘most efgective, and pe/u.sonazﬁg satis fied, L.e. reseanch....1§ 1 had gone straignt
into the fjob market [w1thout an 1nternsh1p], T suspect 1 LUOu,Kd now be a second
- hate "professdional” in an area that didn't utilize my neal talents - and nobody
would have been very happy." A woman attorney ('75) who works as a plan
reviewer for a public interest environmental law firm, reflects on
her internship; "[my]...sdingle most valuable undergraduate o_xpwo_nco_ - wonked
with Berkeley Community Deudopment Commission. .. it got me into graduate school -
and was valuable planning review exwerience /;Lmda/i to my cuwwent work." A
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young man currently in a PhD program in Sanitary Engineering at
U.C. Berkeley responds; "I worked for the Oceanic Society at the Uater Po-
Lution Control Boarnd. This stimulated my interest .in Sanitarny Engineering, Led
to my hesearnch, my graduate work, and valuable contacts for juture jobs." One
of the most intriguing stories is told by a woman ('78) who did her
internship in Guatamala with an Inter-Community Agricultural Pro-
Jject studying classic Yaya village sites, especially their agri-
cultural practices. She is currently completing her PhD at U.C.
Davis, and with the support of a government grant is co-authoring a
book on traditional agriculture. In reference to her independent
studies she states; "The {internship meant evmgf.hx’.ng to me. 1t gave me con-
fidence in myself as a gield researnchen, and got me info graduate school, and
has opened many doons forn present and 6utune field work 4or me!...1 Apent Last
yearn in Guatamala adding to zhe researnch'I did as an Lntern, have gLven papers
at confernences in Philadelphia and Tueson, got a job co-authoring a book, showed
me it was what 1 wantéd to dontinue doing." Finally from a man ('77) in a
graduate program in environmental toxicology (pesticide effects on
organisms ) who states; "The internship has been .invaluable. 1t allowed me
to work intensdively in the §Leld, fo gain experience and as a consequence I
have gone completely into the area of pesticdide toxicology (as Lt relates %o
pest management)."

In examining these and other graduates' reflections on their
internships it is clear that it is just because students can /
craft and build toward their own unique internships that they have
been so successful. A formal internship program using a pre-deter-
mined set of slots, which is the typical model, could not obtain
the same creative and focused results. It is in CNR's climate of
trust, respect and support that these accomplishments can emerge with
~such frequency. The decision on an internship is optimally made in !
discussion between faculty advisor, the student, and the faculty
sponsor. Other administrative and coordinating functions should fa- :
cilitate and support thlS process, rather than pass judgement on the §
mutual decision of those in the optimal position to know what best
serves a person's needs.

The use of many courses and independent studies that lead to
an internship and beyond to even internationally acclaimed results
is illustrated in the instance of the young disabled woman ('78) who
has already been quoted elsewhere. Her evolution in creating Ber-
keley Outreach Recreation Program (BORP) is similar in pattern to
many other significant success stories. der early focus was on making
the "environment'" and ''recreation'" accessible to the disabled.
She undertook many field experiences prior to her internship - which
was as the first director of BORP which she created with a number
of grants from the city and elsewhere. Among these field exper-
iences were the construction of a wheel-chair accessible vegetable
garden, developing a wheel-chair sports and recreation program,
and initiating one of the most successful ever student initiated -
classes (a CNR 198) in "Understanding the Disabled'". She comments; |
'...because of field work and community Lnvolvement 1 was awarded a study grant
in Australia; and a ghant fo attend a World Recreation Conjernence in Berlin...
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and job 0ffers with several international organizations...by writing ghants,

and Lobbying the City Council 1 Learned the Zechniques necessany to Lnitiate
change and .(nterest grom established systems. 1 also Learwed how o wnite and
speak effectively, to communicate Lideas...to become a Leader Lnétead 0§ a followern.”

A second example is the current student who has used her in-
ternship to produce a prof@s51onal color film "Es Dific¢il Escoger"
(It's Difficult to Choose) a 'nutrition education' film in Spanish
for young Chicano children, a first in its genre. It seeks to
discourage the use of junk food, and encourage the use of nutri-
tious food. The film has gained considerable critical acclaim in
educational circles. This student's Area of Interest is 'the poli-
tical economy of food resources and nutrition education’'. She,
rightly, viewed the film project as an ideal synthesis of her edu-
cation. Previous field work over an extended period of time in the
Nutrition Education Division of the Oakland Public Health Depart-
ment; where she worked in schools, in the development of nutrition
curriculum, and in teacher training, led her to see the real need
for such a film and gave her the essential experience to construct
it. She, thus, was led to write and subsequently receive a grant
for $26,000 from the State Department of Education - Child and
Nutritional Services Bureau. In the process of creating the film -
script, props, production, filming, editing, research, she was
able to involve more than a dozen other CNR students. The woman
who created BORP also involved many CNR students. Thus, these
two women, as several others have done, were able to conceive a
project, gather the essential resources and engage many in the CNR
community in exciting and creative projects, that not only contri-
buted vitally to each person’'s education, but also made a significant
and lasting contribution to the larger community. From many per-
spectives BORP and "It's Difficult to Choose'" are wonderful examples
of what CNR strives to facilitate in its educational program.

They would not have been possible without extensive, coordinated,
and integrated use of independent studies, including internships

The prospect of an 1nternsh1p solidly at the heart of one's
area of interest has often served as a powerful motivating and
focusing force for students' academic studies. Currectly, for
example, a woman has embarked on an intensive program in Latin
American Studies and Spanish in preparation for an internship with
an International Nutrition Project in Latin America. The excite-
ment of a compelling real world reason to focus one's studies and
expertise, has brought out the finest qualities in the individual's
search for knowledge. Another current example is a group of three
students who have been doing intensive study of the environmental,
social, cultural, and economic conditions of the Middle East in
preparation for an internship (Spring '81l) at the 3en Gurion
Institute in the Negev Desert, Israel (An Environmental Education
and Research Center for Desert Ecology). They applied for and
have been awarded three '"President's Undergraduate Fellowships"
to help finance their internship.
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Finally in completing this analysis of the impact of intern-
ships and independent studies, some additonal comments from grad-
uates will further round out the picture. A 1978 graduate who '
was a lobbyist for "Friends of the Earth" in Sacramento, and is
now in charge of environmental news for California Public Radio,
states; "AbsolLutely the best, strongest aspect of the program. Tnese opiions
were essential to where I am now. Tney made all the difference in the world.
I'd be nowhere without them." A woman ('78) who is the Co-Director of
a large Re-Use Center (a place where a wide range of materials and
equipment is gathered from various sources and redistributed at a
nominal cost to non-profit institutions, e.g. schools, etc.) com-
ments extensively; "It [independent studies/internships] was/is indispensable
to have my work on Learning related to my social and political activity.
Community work was where 1 elthen used my school Learned knowledge, on tested
out theornies 1 had been exposed Zo in classes. My interwnship Led to a §ull Zime
fob which was not well paying enough zo stay with, but there 1 gained sR{LLS
which 1 continually use in my political and environmental work and wnich enabled
me to get my cwwrent job." A young man ('75) who after graduation
taught environmental education and did youth work with Aboriginal
juvenile offenders in the Northern Territories of Australia, and
is currently a California State Park Ranger working in Urban In-
terpretation among disadvantaged youth in a cross-cultural setting,
comments; "“...[independent studies and internships]...1) gave me a clearer .
Ldea of the realities and routines within my careen dreams at that Lime; 2) al-

Lowed me Zo avodd pitfalls and reconcile my value system with outside fob ‘
realities. ..Provided a window through which various opportunities were visible |
in ghass-rooks conservation activities. Assisted in filtering out and testing L
goals against personal Limitations and availability of career opportunities.”

Lastly, a Latino graduate ('76) who is a graduate Law Clerk with .
a Community Law Fellowship speaks as follows; "F{ield study provided ;
me with the experiences and insights that 1 have successully applied to my work

durning Zhe past four years since graduation." His area of interest within -
CNR was '"Urban Communities'. He goes on to say of other indepen-

dent study experiences; "...provided critical analysis of institutions

which are s2LL applicable to my work now."

Some critics have maintained (usually without systematic N ) |
analysis and supporting data) that programs like CHR make excessive
use of independent studies and community experiences. The sub-
stantial evidence in this study supports the conclusion that students,
on the whole, are judicious and wise in their use of independent
studies and community involvements. These experiences have been
shown to make unique contributions to CNR students' educations,
careers, and lives. Data comparing CNR students and graduates with
UC students and graduates in general adds additional support to
this conclusion. That is, CNR students and/or graduates are, for.
example, more satisfied with their educations, with their careers,
and are more frequently employed in jobs that use the knowledge
and skills they gained as undergraduates than U.C. graduates in
general (see data page 9-19). CNR graduates frequently lamented I
the fact that they hadn't taken greater advantage of the many commun- L
ity involvement options, particularly internships, while they were
students in CNR. The comments of a 1977 woman graduate, who is e




—_—

-79~

developing an Environmental Education Program and Site for an entire
school district as a permanent professional employee (without an
advanced degree or credential) speaks tellingly to this point;

" 1 did more [community involvement/independent studies] zZhan anyone 1 know.

1 knew my direction and gained from being able o pursue Lt. They were my
education. 1 Learned skR<&Ls .in how to work on problems and how to work with

and help teach people. These sRiLLS are more important in what 1 am doing than

a set of gacts. 1 came out 0§ CNR with a Lot of job experience - s0 that 1
haven't had ze take any uwelated job to earn money. 1 am doing what T want

e do - CNR helped me te find this out and get the experience necessary to do Lt."

In conclusion. The evidence we have presented in this section,
along with previously presented evidence, strongly demonstrates
that '""independent' studies, including internsaips, make unigue
and important contributions to students' education in CNR.

Graduates overwhelmingly report that these experiences phave
contributed significantly to their careers and/or advanced
studies, as well as to their lives beyond the undergraduate

experience.
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4., CHR Students' Grades

The academic record of CNR students relative to other U.C.
undergraduates will add perspective to the examination of CNR's
curriculum and teaching.

GRADE POINT AVERAGES (GPA's)

All CNR Students (winter 1981; 327)........

2.91

-CNR lower division (93).....civiiiinn.. 2.68
Freshmen/women (51)........2.64
Sophomores (42).......... ..2.71-

-CNR upper division (234)............... 3.00
Juniors (122).............. 2.92
Seniors (112).......0 0. 3.08

All UCB Undergraduates (spring 1980)...... 3.00

-UCB lower division.......veeeueeeeennn. 2.89

-UCB upper division........c.ouuvvvvnnen.. 3.02

CNR Students Graduating - 1973............ 3.15

(source: Messengern Report, page 66)

CNR students' Grade Point Averages are essentially the same
as those of U.C. undergraduates in general and have remained re-
latively constant over the years (see Messenger Report - 1974,
pp- 62-67 for more extensive earlier data). Virtually the entire
difference between the overall GPA of CNR students and UC under-
graduates in general (2.91 vs 3.00) is accounted for in the difference
between lower division students in each group. Thus, though students
‘who enter the CNR major in their freshmen/women and sophomore years
have lower GPA's than their UC counterparts on the rest of the
campus; CNR juniors and seniors have GPA's that are equivalent to
their peers across campus. Several interpretations of this increase
.are, of course, possible: 1) students entering CNR as juniors (the
largest percentage of CNR students) have higher GPA's upon entering
the major than students who enter earlier; 2) CNR students develop
-a higher level of motivation than UC students in general, hence the
increase; or 3) CNR students, on the whole, select easier courses
of study, in terms of grade distributions, than UC students in gen-
eral. The GPA of all students increases as a function of class _
standing. The issue here is the apparent differential rate of
increase between CNR and other majors. This issue does not fall
directly within the purview of this study so the necessary data
were not .collected to conduct the appropriate analyses. In any
case, the differentials are not very large to begin with. The -
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Messenger Report - 1974 did examine this question at some length
(pp 62-67) and concluded that CNR students were no more likely

to be taking an "easy ride'" than students in any other major on
campus. There is no data, or reason, to suggest that the analysis
developed in the Messenger Report does not continue to hold.

There is no evidence that students come to .CNR for an 'easy ride"
or take an ”easy ride" through CNR, any more frequently than they
do for ang other program on campus. In fact all of the evidence
That has been presented thus far indicates just the opposite. it
suggests that CNR students are far more dedicated to, and serious
about, their education than the average student on campus. No one
is more aware of, and incensed by, a free loader than their fellow
students. It is in this context that the responses to the following
question take on added meaning and contribute to the above concluysion.

People responding to the various studies used in this report
were asked: I was impressed by the calibre of motivation of the

other students in the major.

Motivation of fellow students: Means of CNR and comparison groups

CNR-ARU 79...... 4.03 Life Sciences-ARU(18)... 3.63
CNR-Follow-Up... 3.76 All DPrograms-ARU(40) ... .3.47
Rank-CNR........ 3rd ( range 2.51 - 4.55 )

CNE ranks among the top few programs at Berkeley in terms of per-
ceived student motivation, which is perhaps the best index avail-
able of genuine motivation. Responses further suggest that more
recent students are perceived as more motivated than past students
in CNR, though the difference is barely significant. Corollary
support for this point can also be found in the fact that a sub-
stantially larger percentage of recent CNR graduates (classes of
1976-1979) will eventually earn advanced degrees than earlier CNR
graduates (classes of 1971-1975) [see Part VIII, Section 2 - Further
Education and Careers of Graduates with Advancad Education].

In 1979 a woman CNR student was the University's Gold
Medalist. This award is given to the year's most outstanding grad-
uating senior based on strictly academic criteria. She completed
a program in the medical sciences that she could not have done in
any other major. When she transferred to Berkeley from a midg-western
college she was rejected by other science majors related to med-
icine because she lacked the appropriate science background. She
found support, encouragement and excellent guidance in CNR which she
praises highly. She was recently awarded the Regent's Fellowship
to Berkeley's small and select Doctor of Medicine program, being
chosen from over fifty applicants for this prestigeous award.
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A few additional points can be raised apout the issue of
Grades, Academic Rigor, and Free Loading: 1) So called '"mick"
courses are only one means, among many, to get through CAL with
minimal effort. Other ways that are practiced with alarming fre-
quency, are buying or borrowing "term papers', and any of a myriad
of ways of cheating on tests.t There is good reason to assume,
but no supporting data, that CNR students partake of '"other ways"
much less frequently than their counterparts on the rest of cam-
pus. CNR students are far more free to construct their own
programs, and to choose courses that are interesting and meaningful
to them. They are also much more likely to know and trust their
professors and hence, much less likely to cheat in their courses.
2) There is no evidence that CHR students take any less rigorous
academic programs than the average for campus programs (e.g. see
the Messengern Report, pp 62-67). 3) Grade distributions do not
necessarily indicate the real difficulty or challenge of a course.
Grade distributions in courses are ultimately arbitrary. Grading
scales are inherently relative (even the space between the points
on the scale is essentially meaningless [i.e. a score of 40 does not
mean one knows twice as much as the person who got a score of 20]) rather
than being absolute (i.e. measuring the exact amount of knowledge
in the subject matter). This is due to the limitations of measure-
ment, both theoretically and practically, in such circumstances.
4) What GPA has to do with life after school is not at all clear.
In over 50 years of research GPA's have not been demonstrated to
relate to anything much beyond later grades. That is: grades
have no relationship with any index of success or satisfaction
in life (given that one actually graduates); in fact grades in
either graduate or professional school bear no significant re-
lationship to any indices of later success in the very professions
the schools are training people for.

It can be concluded that CNR. students, with respect to GPA's,
do as well as undergraduates in general at U.C. CNR students are
no more likely to be seeking an "easy ride" than U.C. students at
large, in fact all of the evidence strongly indicates that CNR
students are more serious about their educations than students in
virtually all other undergraduate programs oOn campus.

14. See citations and discussion on page 20.

15. For example, see David MeCleLland, Testing 4or Competence Rather Than for
Intelligence, Ameriecan Psychologist, Vol 28, No 1, pp 1-14, 4or an over-
view of tais Lssue. Also D.P.HoyZ, The Relationship Between College Ghrades
and Adult Achievement, a Reuiew o4 the Lifernature, (Research Repork No 7)
Towa CLLy, Towa: Amenican College Tesiing Progham, 1965. This holds fonr
Aclentific contrnibutions zoo, see C.Taylor, ¥.R.Smith, and 3.Ghiselin, The
Creative and othern Contrnibutions o4 one Sample 04 Research Scientists, 4n
C.Taylon and F.Barwrton (eds) Scienti4ic Creativ.ity: Lts Recognition and
Development, New York: Wiley, 1943. ,
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5. Awards and Grants Won by CNR Students

One appropriate way to assess student initiative, motivation,
and the quality of their individual and collective efforts is to
examine their success in winning competitive awards and grants.

A.

Awards - examples of awards that CNR students have recently
achieved.

1. The University Gold Medal - A CNR woman was the 1979
recipient of the University's Gold Medal, awarded to the
graduating senior with the most distinguished academic
record (see previous section on 'grades' for more detail).

2. Eisner Award - this award is given once a year in each
area of the. arts for "highest achievement in the creative
arts on the Berkeley campus.'" In 1980-1981 a CNR woman won
the Eisner Award in Photography. Her work has appeared on
the covers of important environmental journals like Not Man
Apart. Her Area of Interest in CNR is Environmental Photo-
Jjournalism. Another CNR woman was runner-up in the film
division of the Eisner Awards in 1980-1981.

President's Undergraduate Fellowships - these are awarded
to approximately seventy students each year for projects
designed to further their undergraduate education. CNR
students win several President's Undergraduate Fellowships
every year. While CNR students comprise slightly over one

percent of the undergraduate student body they receive well

over five percent of these fellowships. For example, cur-
rently three students are part of a desert ecology/environ-
mental education project in the Negev Desert at the Ben
Gurion Institute in Israel; another will be studying
appropriate technology in China this summer (summer '81);
and yet another doing a photographic study and report on
energy development in the Southwest (summer '81) with the
assistance of the President's Undergraduate Fellowships.

. Grants

CNR students have outdistanced every other major on campus,
by a wide margin, in their ability to win internal and
external grants to undertake a rich and diverse array of
educational projects. Students have had support and
technical assistance from faculty and staff, particularly
from the Student Opportunities Coordinator in the CRS
Resource Center whose responsibilities include catalyzing
students' ideas and assisting them in grant applications.
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A list of most of the funding sources tapped by CNR

students, and examples of recent projects under each of
them is presented below:

Internal Sources

a.

Council on Educational Development - Instructional

Improvement Grants

-1979-1980. For the development of Area of Interest
Groups to enhance advising options in CNR, especially
peer advising; and to further students' education in
their Areas of Interest.

Committee on Teaching - Mini-Grants

-1979-1980. To produce a TV documentary on the preparation
and presentation of Berkeley Earth Day '80 (a large
community environmental education fair).

-1978-1979. To develop a course to meet CNR's basic reading
and composition requirement through environmental
literature.

Chancellor's Office - Committee on Publications

-1980-1981. To publish Ecolog - An Ecological Catalog.An o
annotated compendium of courses and resources in -
appropriate technology and ecological design at Berkeley
(produced in collaboration with students in Environmental
Design).

-1980-1981. To publish Tellus - Our Common Resources.
(produced in collaboration with students in Development
Studies). A series of student written articles about :
resource issues in United States and developing countries.

U.C. Office of Appropriate Technology

-1980-1981. To conduct a study of a transient interurban
electric transportation fleet - to bridge the gap between
public transportation and the private automobile.

-1980-1981. To build a solar greenhouse on UC's Oxford tract.

-1979-1980. To conduct a wind potential study for the
city of Berkeley.



B,

-85~

ASUC Senate

-1980-1981. To establish Cooperative Connections in
collaboration with students from other majors. This
is currently a food buying club with the long range
intention of becoming-a co-op healthy food store in
the Student Union and a source for nutrition education

on campus.

ASUC - Academic Affairs Office

-1980-1981. To establish Chautauqua - A Center for Dem-
ocratic Education in collaboration with students from
other majors. A resource center for student initiated
classes and other programs and projects in democratic
education. CNR students have been at the heart of the
development of both Cooperative Connections and Chautauqua.

ASUC - Mini-Grants

-1979-1980. To assist in the presentation of Politics
Of Hunger - A One-Day Fair and Teach-In on food and
hunger issues that drew hundreds of persons (this
project was also funded by the ASUC Community Projects
Office, the Office of Student Affairs, among other

sponsors).

-1977-1978. Career Forums - a series of forums for stu-
dents to acquaint them with persons and possibilities
in many areas where they might potentially seek jobs.

-1977-1978. To produce a booklet on teaching techniques
and resources for the "Application of Environmental
Education to Special Education'.

ASUC - Community Projects Office

-1980-1981. Community Energy Education Project - a
comprehensive effort to educate the Berkeley community
on pressing energy issues. Initiated in CNR in collabo-
ration with the Community Energy Coalition, another out-
growth of CNR.

-1979-1980. Berkeley Earth Day '80 - A Celebration of
Community - an environmental education project of IDS-120
to celebrate Berkeley's progress since the original
Earth Day 91970) and to educate about comnunity self-
reliance. The fair drew several thousand local residents.

-1977-1978. Berkeley Sun Day - a community fair and
associated events in conjunction with the nationwide
SUN DAY effort to draw attention to, and educate around
solar and other renewable energy sources. These events
drew several thousand people.
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2. External Sources

-1979-1980. State Department of Education - Child and
Nutritional Services Bureau. To produce nutrition educa-
tion film for Chicano children - Es Dificil Escoger (see
section on Internships for further details).

-1979-1980. Vanguard Foundation, San Francisco. For the .
UNITAS Hunger Action PrOJect and the Politics of Hunger
Teach-In. -

-1978-1979. Department of Energy - Small Scale Appropriate
Technology Grants. For a bio-mass conversion demonstration
plant in Berkeley.

-1977-1978. Environmental Protection Agency - funding
for Berkeley Sun Day.

-1975-1976. City of Berkeley, Federal and State grants
to initiate BORP (Berkeley Outreach Recreation Program), the
first program of its kind for disabled people (see
section on internships for further details).

~

These are only a few of the projects initiated by CNR students
with the assistance of these and other funding sources. Some of
these, as well as other projects will be described in more de-
tail in the sections on CNR students' contribution to the University
and larger communities. In the past two academic years (1979-1980,
1980-1981) CNR students have won over forty awards and grants
for various undertakings with a total value in excess of $50,000.

In most instances the projects were initiated by a group of

students working cooperatively, or by an individual student who

then drew additional CNR students into the project once it was
funded. The immediate educational value of these efforts for the
students who initiated and participated in them has been inestimable
as is documented in the narrative data presented throughout this
report.

In summary. . Few, if any majors can match CNR in the number of
competitive awards and grants won, especially those for undertaking
various kinds of projects. This constitutes substantial objective
data that attests to the creativity, initiative, motivation, and
commitment to serve their communities that characterizes so many
CNR students. The community within CNR has been an essential
element in the development and realization of these efforts, a con-
crete example of the contribution of cooperation to educational
achievement, in contrast to the more prevalent competition. The
knowledge, experience, and skills gained in these endeavors have
proved invaluable to CNR graduates in their further education,
careers or both. Many graduates directly attribute their getting
into graduate school and the winning of scholarships and fellow-
ships to the projects they undertook, and gained funding for,

L
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while they were in CNR; while for others projects led directly
to jobs upon graduation.

Thus, projects have made central contributions to the educa-
tions, careers, and lives of CNR students in several specific ways
that academic courses alone are unable to do. They have been val-
uable complements to course work, each enriching the other, and
leading to a more complete and valuable education.
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Part IIl. Advising-all sources

The sources of advice within CNR are multiple and encompass
every aspect of the CNR community in both its formal and informal
structures. Students are encouraged, in the words of the CNR Hand-
book, '""to seek advice from everyone, everywanere, and anywhere."

The very existence of the unique CNR community greatly facilitates
the realization of that admonition. Thus, in addition to their
official faculty advisor it is relatively easy for students to
draw on - other faculty, staff, students, the Resource Center,

CNR 49/90, Area of Interest Groups, the CNR Student Organization,
and periodic retreats for advice and resources; in all probability
to a greater degree than virtually any other program on campus.
This abundant lode of potential sources of advice and council is
essential in a flexible major like CNR where students have major
responsibility for constructing their own education in collaboration
with their faculty advisor and many others.

Two formal advising structures exist in CNR under the over-
sight of the Advisors' Coordinating Committee. 1In the first each
student chooses a faculty advisor to work closely with as well
as for administrative purposes. The finalization of this choice
is by the mutual consent of faculty person and the student. The
second structure, which is still in a developmental stage, is Area
of Interest Groqps These groups serve to bring together students
and faculty around common interests to further enrich all aspects
of CNR's educational program, but are especially a place to ex-
change advice and resources.

The nature and quality of relationships between students,
staff, and faculty that typify CNR are distinctive - they are gen-
erally collegial and characterized by respect for each other's
worth and dignity, as well as by trust arnd care. There is both
structurally and informally a mutual sense of working together, as
equals, to meet the common challenge of creating an optimal educa-
tional experience for all. The internal, comparative, and follow-
up data in this section, and throughout this study, testifies to

. the value of the kind of relationships typically found in CNR.

How well does the advising system in CNR work? We will
present the quantitative data from CNR students, CWR graduates,
and from other campus programs. This will be followed by discussion
and more detailed analysis drawn from our narrative data.
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- The following questions were asked in one, or more, of the
questionaire surveys drawn on in this report:

1- The program provides a good general orientation for students new
to the major.

general orientation: Means, CNR and comparison groups

CNR-ARU 79....... 4.33 Life Sciences-ARU(18)... 3.49
Rank CNR ........ 1st All Programs-ARU(40).... -3.26

(range 2.34 - 4.33)

'2- The program's system of information and advising make it easy

for me to choose courses, professors, and to understand best
how to meet my academic needs. -

system of information and advising: Méans, CNR and comparison groups

CNR-ARU 79....... 3.88 Life Sciences-ARU(18)... 3.24
CNR-Follow-Up.... 3.98 All Programs-ARU(40).... 3.25
Rank CNR..... ose. 3rd (range 2.50 - 4.22)

3- There was enough information and guidance to enable me to
‘adequately develop my area of interest.

sufficient guidance to develop area of interest: Mean CNR Follow-Up

CNR Follow-Up .... 3.83

5)strongly agree 31.5%; 4)agree 34%; 3)in between 19.5%
2)disagree 11.5%; 1l)strongly disagree 2%; No resonse 1.5%

4- Considering both limitations and possibilities, how would you
evaluate the effectiveness of your advisor?

effectiveness of advisor: Mean & percentages CNR Student Initiated

Student Initiated Questionaire 1976 .... 4.02

5)extremely effective 37%; 4) 40%; 3) 18%; 2) 4%; 1l)not effective 1%
n.b. 14% of the total sample gave no answer as they were first or
second quarter CNR student who had not yet established a permanent

advisor.
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with faculty advisors. Have you been satlsfled w1th your advisor?

satisfaction with advisor: Mean and percentages CNR 1980-81 Survey

CNR- 1980-1981 (total sample)...... 3.98

5)very satisfied 38%; 4) 35%; 3) 19%; 2) 5%; l)very dissatisfied 3%

CNR- 1980-1981 (four or more quarters in CNR).... 4.02

S5)very satisfied 37%; 4) 33%; 3) 26%; 2) 4%; l)very dissatisfied 0%

n.b. 13% of sample did not answer as they were first or second
quarter CNR students who had not yet established a permanent
advisor.

6- Communication between faculty and students in this program [in CNR]
is [was] open and fairly extensive.

communication open and extensive: Meansi CNR and comEarisons g

CNR-ARU 79....... 4.33 Life Sciences-ARU(18)..[ 3.27 i
CNR-Follow-Up.... 4.46 All Programs-ARU(40).... 3.28 . i
Rank CNR......... 2nd (range 2.50 = 4.52)

7- I have a regular faculty advisor (or otherwise know a faculty
member in my program) to whom I would feel comfortable going
at any time during the year.

comfortable with a faculty member: Means, CNR and comparisons

CNR=ARU 79....... - 4.35 Social Sciences-ARU(14)... 3.07
Rank CNR....... .. 2nd (range 2.05 - 4.56)

n.b.,- question not asked in other ARU Surveys
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8- Students have a regular faculty advisor‘gi their choice in this
program.

-1t would be (is) valuable to have a regular faculty advisor of
my choice. : '

faculty advisor of choice: have?/ value?: Means comparison groups

Hum¥* L.S* range

have advisor of choice....1.96; 2.15; 1.40 - 3.53

value advisor of choice...4.33; 4.16; 3.77 - 4.70

*Hum.= 8 Humanities majors(ARU); L.S.=18 Life Science majors(ARU)
N-.B. These questions were not asked in Zhe 1979 Survey (ARU) of Social Science
helated majors that included CNR.

9- At least one professor knows me or my work well enough to write
me a good recommendation for graduate school or a job.

knows a professor: Means, CNR and comparison groups

——

CNR-ARU 79..... 0. 3.47 Life Sciences-ARU(18)... 2.87

" Rank CNR..... eso. 3rd All Programs-ARU(40).... 3.00

(range 1.90 - 4.04)

10- Faculty members in this program don't really seem interested
in or concerned about undergraduates.

faculty not concerned with undergraduates: Means, CNR and comparisons

- CNR-ARU 79....... 1.78 Life Sciences-ARU(18)... 2.64

Rank CNR ........ 2nd* All Programs-ARU(40).... 2.63

(range 1.42 - 3.20)

* Order of ranks reversed to maintain a positive direction of
ranking for all questions.
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11- The faculty and program [The CNR program,faculty and staff]
provided enough information about career opportunities for
students with a bachelor's degree in this major.

information about career opportunities: Means, CNR and comparisons

CNR-ARU 79....... 3.44 Life Sciences-ARU(18)... 2.49

CNR-Follow-Up.... 3.13 All Programs-ARU(40).... 2.50
Rank CNR......... 2nd (range 1.68 - 3.90)

n.b. 1t is interesting to note that the only majon zo nate higher on this
question than CNR was Business Administration.

12- The faculty and program provide enough information about graduate
and professional school programs to which I might want to apply.

information about graduate and proféssional schools:

CNR-ARU 79....... 3.27 Life Sciences-ARU(18)... 3.03
Rank CNR......... 6th All Programs-ARU(40).... 3.01

(range 2.35 - 3.75)

13- In the past year [1979-1980] CNR has been developing Area of
Interest groups, in part, as an adjunct to individual advisors
to further compliment peer and faculty advice and support.

Area of Interest groups: CNR 1980-1981 Undergraduate Survey

- Do you think these groups are a good idea?....... mean 4.50

5)yes,definitely 60%; 4)31%; 3)7%; 2')3%; 1)No, not at all 0%

- Will you join and attend a group if it is formed in your
Area of Interest?

yes - 65%; unsure - 31%; no - 4%

14 The program's office staff are generally quite helpful.

office staff helpful: Means, CNR and comparison groups

CNR-ARU 79....... 4.53 Life Sciences-ARU(18)... 3.91

Rank CNR......... 2nd All Programs-ARU(40).... 3.9¢6

(range 3.50 - 4.79)
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Discussion. CNR students' assessment of all of the facets
of "advising' place CNR first among all fcorty programs surveyed
by the ASUC-Academic Review Unit (i.e. CNR's average rank across
all of the questions included in the ASUC-ARU surveys was higher
than any other program). CNR students have consistently over time
given high ratings to advising in the program (e.g. surveys in
1976, 1978, and 1980-1981). CNR graduates continue to give excellent
ratings to the advising they received in CNR from their currernt
perspectives in advanced degree programs or careers. Certainly
no one is in a better position to judge the quality of advising
received than a graduate who has tested his or her CNR education in
advanced degree programs, or in the world of work. We can only
conclude that, in an absolute sense and relative to other Berkeley
undergraduate programs, the advising system in CNR is effective
and one of the best, if not the best, on camgus Thus the system
of advising worked out in on-going collaboratlon between faculty,
students, and staff, and which is continually evolving, has proven
to be very effective in achieving its goals.

CNR ranked first among all surveyed programs in its effective-
ness in orienting students coming into the program (see quest.l).
This is particularly significant given the relative complexity of
CNR's program in comparison to other majors. It testifies to the
quality of CNR 49/90, CNR materials (e.g. handbook, etc.), staff,
and faculty. The programs system of information and advising and
its abllltz to enable persons to develop their areas of interest
were given hlgh ratings (see quest 2,3) which per51sted after grad-
uation. CNR students have found thelr faculty advisors to be
effective, helpful, and open, especially relative to other programs
on campus (see quest. 4-7). For example, CNR students ranked second
among surveyed campus programs in their feeling comfortable about
going to their advisor or a particular faculty member for advice
whenever they needed it (see quest. 7). CNR students felt faculty
members in CNR were interested and concerned about their education
(CNR ranked second among all programs, see quest. 10), and that
communication was open and extensive between faculty and students
(CNR ranked 2nd, see quest. 6). The concept of Area of Interest
groups has overwhelmlng support among CNR students and would be
joined by the great majority of students (see quest. 13). 1In
the first year of their existence (1979-1980) over one-hundred
CNR students have been involved in these groups.

The extent and quality of advising and communication within
CNR is in sharp contrast to that in most campus programs. In the
majority of programs advising is generally limited to ascertaining
whether or not a student is fulfilling the major's prescribed pro-
gram of study. Typically students do not have the advisor of their
choice, though they would prefer one of their choosing (see quest. 8).
In most programs the majority of students do not know a faculty mem-
ber they would feel comfortable in going to at any time for advice,
or who they know well enough to ask for a letter of recommendation;
while in CNR virtually every student knows a faculty member they
feel comfortable in going to for advice (see quest. 7), and the
majority believe that at least one professor already knows them well
enough to write a letter of recommendation (see quest. 39). Further,
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nearly 50% of the students in the other programs surveyed believed
faculty members in their program did not care much about undergrad-
uate education; while a large majority of CNR students believed that
the faculty in CNR cared a great deal (see quest. 10).

CNR students, relative to the students in the other programs
surveyed, were more satisfied with the informatiorn provided thtough
the faculty and the program about career opportunities (CNR ranked
second, surpassed only by Business Administration, see quest. 11).
With respect to information provided about graduate and professional
schools, CNR ranked sixth among the forty programs surveyed (see
quest. 12). Even with respect to information about graduate and
professional schools, the question CNR ranked lowest on, CNR was
still in the top 15 percent of campus nrograms-:surveyed. The over-
all quality of advising in CNR is reflected right up to the office
staff who were given exceptionally high ratings in both an absolute
and retative sense (CNR ranked second, see quest. 14).

Analysis. The phenomenon of advising in CNR, particularly
students' relationships with their advisors, is a complex and multi-
faceted one which is barely revealed in the quantitative data just
reported. An examination of the narrative responses will open up
other dimensions of the strengths and weaknesses of this sensitive
and often opaque process. They will reveal that neither simple
actions nor arbitrary regulations will yield significant improve-
ment; while at the same time showing where the possibilities for
improvement lie.

The task of the advisor in CNR is an extremely challenging ,
and demanding one, which requires at the same time significant res- .
ponsibility on the part of the students. It is, in its best manifes-
tations, the antithesis of the typical undergraduate advising task
in most majors - the relatively impersonal fitting of student to
prescribed program requirements. The flexibility and individuality
of the CNR major, along with the structural respect afforded
students' own judgements, choices, and rights for self-determination
lead to a qualitatively different dynamic that students and faculty
alike tend to be profoundly aware of. The needs and possibilities
vary tremendously from student to student; while the multiplicity of
abilities, knowledge, and skills that might be required in any
instance vary equally as widely among faculty members. Hence, the
need and vitality of mutual choice - student of advisor and
advisor of student.

Students coming from other colleges or programs with traditional
advising systems sometimes don't grasp the potential value of an -
advisor in CNR. One outstanding CNR student who is about to graduate ‘
phrased it this way: "I didn'Z know/understand how valuable an advisor would :
be s0 1 didn'zt Ztake the steps to §ind an advisor or spend enough time with the _
one T did see. Also 1 didn't seem to have a grasp on what my area o4 interest "
would be." Special efforts are made, which are usually successful, ?
by staff, faculty, peers, CNR 49/90; and other situations to break
through students' previously developed limited conceptions of the -~
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potential value of a good advisor.

What is the nature of a productive relationship between faculty
advisor and student in CNR? While some themes are constant in all

—ea—y

good relationships, others change to meet unique individual needs.
A few statements from the narrative data will serve to set the
stage for a more detailed analysis:

A current student describes her relationship with her
advisor as follows: "She gives all avenues o4 approach and does
not pass judgement on any. Rathenr, she mexsen,t.‘. both wro and con and
Zthen we both decide which way Zo Look into. Even/tua,uy Zhe g§inal
decision 45 4in my hands which thus allows a greatern greedom of
intenest expression.”

The CNR graduate who established the Berkeley Outreach
Recreation Program as a CNR student assesses advising in
CNR as follows: "My advisors were available at all times to dis-
cuss my cowrses and offern support and critical reflection to the
choices 1 was making...when 1 decdided the cournses I wanted to Zake -
my advisor made me 6@@& that 1 was in contrwl of my education -
wnile at the same time made me reflect and defend my opinions Through
edtical analysis of my reasoning...none 0§ my other educational
experiences outside of CNR [she has studied at a number of graduate
schools] has ever been as supportive as CNR!"

A 1973 graduate who is making many unique contributions to
her community reflects on her advisor: "Great...[he]...gave me
greedom, trusted my instincts and theated me Like a responsiblLe human

being."

"My advisorn was excellent. He neven pressured me with pre-conceptions
on menal obligations. He Listened, answered questions, and suggested
possible directions for me to follow: thus 1 was most free to purdue
my own inquisditiveness." ('78)

A 1976 graduate in her residency, having completed medical
school states: "Some o4 the best guidance I've ever recelved. 1
cetainly feel priviledged %o have had this kind of advice in an Linsti-
tution which othewise trheats one in an impersonal mannern."

"My advison 48 good at assisting - not directing and not ignorning."*

A 1975 graduate who is a PhD candidate in Sanitary Engineer-
ing at U.C.B.: "My advisor Zistened and helped 4instead of dictating.
T knew what 1 wanted and wouldn't have stayed in school 4§ somebody was

telling me what to do."

"Excellent,...took time o help me with every concelvablfe problLem
a student could congront." ('74)

*n.b. The comments where year 0§ graduation is not indicated are §rom
cuvrent situdents
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"...helped me feel congident in approaching various progessons
with questions because my relationship with my advisor was 40
positive." ('77)

From a woman: ('77) who is currently completing medical
school:"Suberb! 1 knew what direction 1 wanted to head, but I
really wanted intellectunl response and geedback - a real exchange
0§ prilosophies and a chance to Learn §rom people and their indivdid-
ual wisdom...[gaining this]...was very Lmportant to me."

A current student, with quite different needs, who was
feeling terribly lost in the University and life responds:
"...[she]...conveys a sense o4 caning about me, my education and moszt
inportantly my personal happiness herne at U.C. that T am motivated
to study and do well! She has been Linstrwmental in helping me Zo
find a tentative direction within this major."

These assessments are fairly typical of the majority of CNR {
students and graduates and represent the substance benind the high
ratings reported earlier in this section. We will examine the
themes that run through these comments; while at the same time
show how the obverse of the theme is percelved as a weakness when
it is present. It is clear that CNR students expect, and generally
receive, more from their advisors than is the case in the typical ,
undergraduate program with impersonal advising systems. One i
further caution will be helpful before proceeding, and that is we
must remember that both faculty and students differ substantially
one to the other in their potentials, their strengths, and their
weaknesses. While tkhe tendency in judgements made by faculties
is to blame students for inadequacies that are largely the insti-
tutions; students, on the other hand, have a tendency to blame
faculty advisors and the institution for their own limitations
and inadequacies. The truth lies somewhere in between, yet the
University clearly bears the responsibility to attempt to bring
out the best potentials in every person it admits.

The key characteristics of the excellent advisor-advisee
relationships that tend to typify CNR are:

1) As we have already indicated the high quality faculty-advisee

relationship is one where each person recognizes the equality of
worth of the other. A substantial and often long lasting relation-

ship is developed that is characterized QL mutual trust, respect

and care. For example, a 1975 graduate who has just been nom- -
inated "ywyoman of the Year'" says of her advisor: "GREAT! It Zook

away the gap between faculty and student...l appreciated the rapport 1 had

and s2LL have with my advisors, 4in add&t&on to the monal support offerned.”

It is often just this establlshment of a full and humane rela-

tionship that makes the critical difference in enabling a student

to reach toward his or her educational potentials. The current

student quoted earlier captures this when he says:"...[my advisor].. -
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conveys a sense 04 caring about me, my education and most importantly my
personal happiness here at U.C. that 1 am motivated Zo study and do well!"

A 1974 graduate who is a freelance naturalist and educational con-
sultant states;"...[my advisor]...{s AL{&L an inspiration, we didn't have

a practical item to item nelationship...it was more Lmportant to have a
spiritual, warm, open, and friendly guide."

Students, for the most part, recognize that they share in
the respon51b111ty for developing a good relationship with their
advisor. A student who recently entered CNR expresses it this
way; "Have had Zittle contact 40 far and Lit*le of it has been personal -

(L.e. getting to knew each othens' interests, backgrounds, stnengths, weak-

nesses, ete. which 1T would Like Zo develop 5uaxhen}. RQAPO%A&bL&Lty gon

Limited contact up L now rests primanily witr me." Students also recog-
nize it when such a relationship is not forthcoming, and regret

it when such is the case. For example, "I expected better - some-

how my advisorn &8 just going Zhrough the motions - just suggesting Like, but

not really talking - but At&lﬂ betten than otheaa (L.e. 6nom prev.ious depantmenté
1 have been .in)." _ _

2) Advisors are supportive of students as persons, and of
their efforts to shape their educations and lives. They recognize
that education and life can not be meaningfully separated, and
function from that understanding. Thougsh this is implicit in the
first theme it appears so frequently and emphatically that it
deserves highlighting. For example, "...[value of advisor?]...Yes, he
has supponted me in all of my efforts ie create a better, more chaﬂ@engcng
cournse of studies, and 1 can call him any time .I have any troublLes." It is
this kind of support directed at helping individuals develop and
realize their own visions, rather than baing pressured into pre-
conceived molds that are program imperatives, not human imperatives,
that is central to effective advising in TNR. A subtle and difficult
line to tread, but one CNR advisors have generally striven for.

A fairly divergent example will clarify this point. A4 1972 grad-
uate whose initial Area of Interest was Water Chemistry and Sani-
tation, but shifted to Environmental Art late in nis CNR career,
comments as follows on his advisor; "I §eel 1y advisor did everything
possible to encourage me 2o 4ocus on what it was 1 wished to do even though

Lt Lay outside o4 the trhaditional boundarnies of coursework in Zhe college."
This graduate is now an artist and muralist who is very satisfied
with his evolving career and life. While a student in CHWR, he
helped organize, and played a major role in designing and painting
the striking mural in the College of Natural Lesource's Giannini

Lounge.

Establishing substantial, supportive, and caring relationsnips
is necessary, but not sufficient, for an optimdl advisor-advisee
association. Contrary to what one often hears from critics, stu-
dents and graduates are generally aware of this and tend to seek
out more than just a good human relationship. IFor example, a 1976
graduate who is in medical school states, "...[my advisor was]...
Supportive, but not very helpful in actualities of what ‘o do. But 1 appreciated
fne support and jlexibifity." A 1978 graduate probés deeper into the




-98-

complexity of this issue, "A paradox for me, 1 found that 1 didn'Zt get

as much guidance as 1 wanted - which made me take hesponsibility for my decisdions.
However my advisor remains a special frniend and resource.”" What these data
typify is the ability of most students to not fall into categorical
judgements. They can appreciate and draw on what their advisors
have to offer; while at the same time be aware of their advisor's
limitations and meet their unmet needs elsewhere.

3) The essential ingredient in the optimal advising relationship
which can only be fully realized in conjunction with the conditions
discussed above is the development of a critical dialogue between
advisor and advisee. Paulo Freire, the distinguished Brazilian-
educator, captures the essence of this when he says; "Without dialogue
there is no communication, and without communication there can be
no true education...Dialogue cannot exist in the absence of a profound
love for the world and for men. If I do not love the world--if I do
not love life--if I do not love men--I can not enter into dialogue."
The CNR graduate who best expresses this sense is quoted at the
beginning of this section, but her analysis bears repeating here;

"My advisons were availlable at all times o discuss my courses and offern support
and cnitical reglection to my choices 1 was making...when 1 decided the counses

T wanted o tare - my advisor made me feel that 1 was in conthol of my education
while at the same time made me reflect and defend my opinions Through citical
analysis of my reasoning." Students are often aware of -this need, if only
intuitively. They appreciate the time it takes to develop relationships
of quality. A student who is relatively new in CNR puts it this way;
"I respect my advison's experience and 1 geel I have a Lot to Learn grom him,

but T haven't yet established relaxed communication with aim. 1 think this will
come with time." When optimal conditions are absent students are usually
aware of it. One current student phrases it; "My advisor 45 a wonderful
person, but doesn't give me much help as farn as cowwe plLanning and 5eedback abowt
things 1 have done."” As one student who was quoted earlier put it, i
really wanted intellectual response and feedback - a real exchange 04 phkﬂoéophLQé
and a chance to Leawn §rom people and thein individual wisdom ...[gaining this]..

was very important to me."

4) Advisors play an important role in helping large numbers of
students to determine and continually re-shape their Areas of Interest,
and course of studies. The breadth and flexibility in CNR enables
students, as we discussed in the section on "flexibility", to
sequentially evolve their focus from their initial broad general
interests, as a result of their courses and other experiences while
in CNR. The continuing dialogue with one or more faculty members is
often a critical aspect of this process. For example, a 1976 graduate
who holds a prestigious community law clerk fellowship comments;

"I had an especially sensitive faculty advisor who provdided guidance and rational
suggestions Ln forming an area of studies uncommon even within CNR [Urban Communities]."
Or more specifically, the 1977 graduate who is a Ph.D. candidate in
Epidemiology at UCLA when he states; "My present chodice of occupation was

due entinely to good advising. 1 was directed fo a cowwse in epidemiology which

has twwed out o be my careern choice.”
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A small minority of current students and graduates expressed

a need for more critical dialo ogue, and in some instances more direct
guidance (e.g. a firm push). For example, "Advison is good, but perhaps

n't given me enough push and pull - dewil's advocate type advising."” Or, "I
fail to take the initiative in §inding an advisorn who could provide the dcnectcon
and guidance I needed. The advisor I did seleck...was excellent and supplied many
useful suggestions. The fault Lies with me due to immaturnity, and Lack of initiative,
not with him ('72)." A 1974 graduate reflects; "I Loved my advisor but could
have used more advice on what would be useful in a caneen. 1 needed o be pus hed
into toughen courses and challenged mone than 1 was." This was especially true
for a number of students whose Areas of Interest shifted to more solid
natural and physical science areas later in their CNR careers and found
themselwves ill-prepared for graduate schools or jobs reflecting the
changed emphasis. A 1977 graduate who is iu a Ph.D. program in
Environmental Engineering at UC Berkeley states; "Iwuuzhehadfmennwne
pointed and pressed harder on me %o be exact about what 1 wanted Zo do." This issue
is discussed- at length in Part II, section 2 of this report "flexibility

and responsibility'". Other graduates, again only a small number, felt
that their advisors could have been more helpful in directing them
toward careers. For example, "...[my advisor]...could have been better -

especially canreern opportunities and how to 4it my education to those opportunities.
Should have made me think more about what 1 wanted o do and different ways to get
thene ('76)." "My advison was s0 agreeable 2o everything 1 wanted to take
that he didn'zt aduue 04§ what to take for possible career oppontunities Latern on.

1 have suffered the most grom this because while 1 /thonough!_y enfoyed my education,

1 did not come away with a strong background in anything ('77)." Career adv1s1ng
is a function not generally performed by advisors in typical advising
programs on campus. It tends to be relegated to the Career Planning
and Placement Center. CNR, both in terms of its advisors, and the
Resource Center, does make a substantial effort to help its students
prepare for-and locate jobs and careers. CNR placed second, surpassed
only by Business Administration, among the programs surveyed by the
Academic Review Unit of the ASUC in its .adequacy in providing information
and advice about careers.

In examining where advising has failed, in some instances, with
respect to preparation and information about advanced degree programs
and careers as assessed by students and graduates, we must be aware
of individual differences. It is, for example, the more successful
graduates - relative to quality of contributions to society, pursuit
of advanced degrees, and career satisfaction - who tend to praise their
CNR education and advising the most highly (e.g. the young woman
(1976) who went on to become an international leader in Recreation
for the Disabled returned one of the most detailed and laudatory
assessments of her education and advising in CNR and the Follow-Up _
Study). Those who gave balanced pro and con evaluations of their
education and advisors also tended to be successful and satisfied.

Like the 1974 graduate quoted in the previous paragraph ("I loved

my advisor, but ...") who now has a responsible and rewarding job

with the Department of Interior in Washington as a Heritage Specialist.
While the few who gave negative evaluations of their advisor and

more or less mediocre ratings to their CNR education usually were

in positions which in their own judgements were pretty unrewarding.
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For example, a 1976 male graduate who is a flight attendant speaks
of CNR's advising system as follows; "Tewnible - created wwealistic
expectations of employment potential of a CNR education." The issue these
findings raise is the obvious one. To what extent are these dis-
satisfactions and relatively low levels of accomplishment after
graduation: a function of individuals' potentials and personalities,
and to what extent are they a failure of the program? This is a
sensitive question, for depending on the point you want to make,
it is very easy to fault either the program or the individuals;
while ignoring the complex interactions that may actually be at
the heart of the phenomenon.

Thuss;: we do not mean to suggest that CNR should not make efforts
to improve its ability to reach that portion 6f its students who
do not seem to be optimally served by the advising system. Though,
it is important to note that the apparent weaknesses exist in a system
of advising and advisors that serves its students as well as, if not
better.than, any other program on campus that has been surveyed.

In the presentation of the characteristics of good jadvising
in CNR there is one structural factor, in contrast to the substantlve
factors already discussed, that is 1mportant to examine.

5) The kind of advising that prevails in CNR requires a considerable,
though varying, amount of time - several hours a gquarter 1s the norm.
Therefore, the time CNR advisors are able or willing to make available
is a significant consideration in addition to the quality of that
time. Most CNR students and graduates felt their advisors were
generous with their time. For example, "...ftook time to help me with
everny concelvable problem a student could confront."” "...I can call him anytime
1 have any troubles." "My advisons were available at all times..." Thus, -
the data indicates that the typical CNR advisor is available and
willing to take the time a given student and situation requires,
and does not leave the student with the impression that his or her
valuable time is being infringed upon.

A significant minority of CNR students voice concerns about their
advisors' availability and the time pressures some of them seem to be
under. One student comments; "Satisfied with the interest and griendliness
he shows toward me. Sorry he i85 50 busy all the time - 1 4eel he's overburdened
[an accurate assessment in this instance]." Or another; "Advison shares interesi,
keeps students in mind when jobs come up, ete. Only problem is he's very busy -
hard to get a hold 04." In this area there is great variability from
advisor to advisor, as well as between different students' experiences
and perceptions of the same advisor. These differences stem not only
from real variations from advisor to advisor, but also from students'
divergent needs and the quality of relationship between a particular
student and his or her advisor. Some students have adopted, and not
inappropriately, the following strategy as expressed by one student;
"T use many of the community [CNR] as aduisons - accessibility varies tremendously."

In viewing this situation,, where effective advising generally
takes a great deal of time, some confounding factors must be noted.
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The University rarely rewards advising time spent with under-
graduates (i.e. in terms of it being an influential criteria for
promotion or merit increase); and in the long run time spent is
often punished (i.e. substantial amounts of time spent advising
takes time away from research, which is the principle criteria

for promotion or merit increase). The situation in CNR is further
compounded by the fact that the majority of the faculty are volunteers
and their contributions to CNR are typically ignored in their home
department's evaluations of their work. Thus, many of the good CNR
advisors, who are volunteers, knowingly and willingly, pay a stiff
price both in income lost and professional advancement, in order

to provide their students with what they need and deserve. This

is simply a statement of acknowledged fact. Ironically, this may
have a great deal to do with the fact that the overall quality of
the faculty in CNR - as educators - is so high (i.e. volunteers
whose commitment to a quality education is so high that they are
willing to forego the usual financial and professional rewards of

the University).

Summary. It should be fairly obvious that the optimal advisor-.
advisee relationship - ”optlmal" meaning the form of relationship
and interaction that is most productive in enabling a student to
achieve their educational, career, and liie potentials - in CNR is
complex and profound. ThlS descrlptlon and analysis sets “the conditions
that faculty and students can strive for if they choose to. DProblems
encountered with advising in CNR are not so much structural as they
are inadequacies on the part of some advisors, and some students,
in being able to.-achieve all aspects of an optimal advising situation.
The optimal relationship has been shown to be the antithesis of the
more impersonal advising relationships that prevail in most programs
on campus. The strength does not lie in distant, authoritarian, or
disciplinarian modes; but rather in compassion filled, relatively
egalitarian relationships that are demonstrably, in this and all
similar investigations in the literature, far more productive in
facilitating the achievement of the University's and students' goals.
Few findings in this study stand .out more dramatically than this one.

The advising system in CNR is an excellent model for what other
programs could choose .to strive toward. It is perhaps more successful
than any other undergraduate program in achieving the ideals of
collegiality and a community of scholars committed to furtherlng
democratic ideals.

In conclusion. It can be confidently stated that the advising
system in CNR, though not perfect for all students, accepts a complex
and Elfflcult challenge and carries it out with unusual success for
the overwhelming majority of its students. It is clearly one of
the finest on campus . This system was developed and continues " to
evolve through ongoing collaboration between faculty, students, and
staff,each with an authentic voice. »




-102-

‘Part IV. Community and Democracy in CNR

"Insogar as Language is impossible without thought, and Language
and thought is impossible without the world to which they refen,
the human wonrd 45 more than mene vocabulary--it is wond-in-action.
Leartning to read and wnite ought o be an opportunity gfor men Zo
know what speaking the word really means: a human act implying
reflection and action. As such it is a primordiak night and noX the
privilege of the few...

Without dialogue there {8 no communication, and without communication
there can be no true education...Dialogue cannoi exist in the absence
0§ a progound Love for the world and forn men. 14 I do not Love the
world--14 I do not Love Life--14§ 1 do not Love men--1 cannot enter
into dialogue."

Paulo Freine!

A fundamental question that is given too little attention
within the University and higher education in general is: What
~are the optimal conditions for learning that will contribute the
most toward the realization of the University's and the Nation's
stated goals of furthering the ideals of a democratic society?

CNR is one of the few programs anywhere that has intentionally
developed explicit structures and practices to meet this stated
purpose in conjunction with its knowledge goals. The concept
and the reality of the "CNR Community'" address the desire to create
a healthy and viable climate for learning in keeping with the
democratic principles of our society. Ironically, many outside
of CNR disparage the program's efforts to build a democratic
learning community, invariably without systematic knowledge or
analysis. Our intent here is to examine the CNR Community and
its democratic structures, in all of its imperfections, and to
establish how it has affected the educations, careers, and lives
of CNR's students and graduates. The importance of these results
is that they are real, documented, and illustrate the actual
contributions of the CNR Community to its members.

Democratic participation in the governance of CNR has been
central to the program since its inception. CNR was initiated
in 1969 by a group of faculty and students working together in
mutual collaboration. This democratic process was unequivocably

1. Pawlo Freirne 48 the world's most distinguished Thind Workd educaton, hav.ing
provided the enitical philosophical, theornetical, and practical base forn the
most successful Literacy campaigns in historny. He 48 the authorn of Pedagogy
04 the Oppressed and several othern important works .
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endorsed by the last academic review of the major - The Messenger
Report - 1974 - which states; 'Student participation in the

administrative committees of the program should be continued...

to further formalize student participation in the administration,
evaluation, and development of the major, they should be represented
in the faculty panel overseeing this program, and on the Panel
Committee-in-Charge" (p. 52). The Messenger Report further comments:
"The utilization of students on the CNR administrative committees
has been considered to be one of the valuable aspects of the program.
Students have an effective and influential role to play in the
affairs of the major; both they and the participating faculty

feel that such formal interaction promotes a vital sense of
responsibility. All agree that such an arrangement facilitates
communication between students and faculty regarding the program,

its management, the content of its curriculum, and its quality."

The evolution of the CNR program, and the performance of its
students since 1974 serves only to emphasize the soundness of

the judgement rendered in the Messenger Report. The data and
analyses in this study thoroughly document and substantiate this

conclusion. -

The "CNR Community', as any genuine community, reflects the
synergistic combination of a number of tangible and intangible
factors which create a particular atmosphere consciously experienced
by its members. The atmosphere so created impacts virtually every
member of the community regardless of their level of involvement in
the planned activities of the community. The goals of the CNR
Community which serve as the criteria for ongoing improvement
are also its principle characteristics, however imperfectly they
may be manifested in practice at times. These are: 1) an openness
of communication with the pervading sense that students, faculty,
and staff are working together cooperatively, caring about each
other, and respecting each other as equally worthy persons; 2) full
and responsible participation by all in the decisions that affect
the CNR program and community; and 3) the development of social-
relationships with peers, faculty, and staff that enable productive
and democratic collaboration between all, including persons in
positions of authority.

A few representative statements from current students and
graduates will serve to evoke more of the tone these characteristics
exist in: "It was as if each 6aww{ memben and student cared about the success
(and failures as Learning expertences) of the othens. You felt as if they werne
all supportive friends ('73)." "...the openness of people in CNR was the key
to gaining positive nesults grom my time at Berkeley ('79)." "I believe that
respect forn othens is verny important, especially in a Learmuing environment.
GenEZEZZy T have f§elt nespect grom memberns of the CNR community - 40 wondegﬁuﬂ
agten Lettens and Science (current student)." "...as a student 1 enjoyed the
'small college' feel of CNR. It was an oasis in a Larnge impensonal University
('78)." "Being a CNR student was participation and sharing in education,
making decisions side by side with faculty, not one up, one down; and developing
griendships of Lasting value ('75)."
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Many significant features of CNR bring students, faculty, and
staff together in formal and informal situations to work, learn,
and play in an atmosphere that encourages the development of mutual
trust, respect, and care among all members of the community. A
number of these are listed below:

1) Students and staff are full and equal participants with faculty,
within the limits set by University policy, on all committees in
the program.

2) The program gathers as a whole for at least two retreats a year
(usually a weekend away from campus at the beginning of the Fall
Quarter, and a day-long retreat at the beginning of the Winter
Quarter). These well attended gatherings assess the state of the
program, clarify issues, and fashion courses of action for improve-
ments; as well as serving for informal social interaction and
relaxation together.

3) The introductory seminar (CNR 49/90) not only assists students
in the conceptualization and planning of their educational program;
but also through weekend retreats, group projects, and extensive
time for discussion, serves to introduce and integrate new students
into the CNR community and all its resources and possibilities.

4) Several other CNR classes are cooperative learning experiences
with field trips, group projects, and extensive time for dialogue.
Especially, CRS-101 Ecosystemology; IDS-120 Environmental Education;
IDS-10 L,M,N the project sections in the "Environmental Issues"
survey; CNR-198's student/faculty initiated group studies; and _
CNR-149 the Senior Seminar - a synthesis of the student's education.
5) The Resource Center functions as a nerve center and gathering
place for the CNR community. It is where the ebb and flow of

the many activities in CNR are coordinated - the major, the ongoing
physical manifestation of '"community'. Here diverse resources,
particularly human resources, come together to enhance and encourage
the community of learners in CNR.

6) The CNR Student Organization is strong, active and meets regularly.

It fulfills many community functions, among them the election of

student members to all committees. This tends to assure that student
committee members are representative and accountable; it also provides

a mechanism through which the student body can keep fully informed
and discuss all matters of concern to them. The organization
publishes a quarterly newsletter. The CNR Student Organization is
the most active and effective undergraduate program organization on
campus.

7) CNR community meetings are held throughout the year as required
for discussion, the development of recommendations, and other
purposes. ,

8) CNR community social events are held periodically. These include
square dances, and the now traditional gala spring dinner that
brings together a couple of hundred alumni, students, faculty, and
staff for an evening celebration of things accomplished.

9) Through various formal and ad hoc groups, CNR generates many
events each year of educational significance for persons in CNR,
for the campus as a whole, and for the Bay Area community. These
include forums, symposium, film series, fairs, and much more.
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10) CNR students and faculty are among the principle organizers
of several groups on campus designed to extend '"community" and
needed services campus wide: Co-operative Connections - whose
goal is to provide a co-op food store and nutrition education
for the campus community; Chautauqua - a Center for Democratic
Education - whose purpose is to assist students in initiating

cooperative learning experiences, and to further democratic

education on campus. They publish Working Papers for a Democratic
Education, which lists student initiated courses each quarter along
with articles; and the Ecological Design Group. - whose purpose

is to see UC Berkeley emerge as a center for the study of ecological
design. They have published Ecolog, a catalog of resources for
those interested in integrating ecological principles into their
educations and lives. They publish an ecological journal Edge.
Another ad hoc group of CNR and Development Studies students

is . publishing a journal called TELLUS - Our Common Resources .

under the sponsorship of a CNR faculty member, which examines
environmental and resource issues throughout the world.

These activities of CNR establish the intentional and concrete

efforts of the CNR student, faculty, and staff to create and
maintain a democratic learning community, and to extend its
benefits beyond the CNR program itself.

We will examine the impact of "community and democracy" in
CNR on its students and graduates under the following sections:

1) The general quantitative and comparative data

2) Community and cooperative learning in CNR

' 3) Democratic structure and process in CNR

-—.- 4) The understanding and relating to persons in positions
of authority

5) The Resource Center

6) The CNR Student Organization

Section 1. The general gquantitative and comparative data

The available questionnaire surveys of UC undergraduate programs,
and UC graduates, have not directly assessed many aspects of
community and democracy, either because of the rarity of the
phenomena, or assumed lack of significance. The studies of CNR
students and graduates have extensively examined these areas.
Therefore, the available data will be presented in two groupings:

A) Quantitative data where comparisons can be made between CNR and
UC in general; and B) Quantitative data that is unique to CNR.
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A) Data comparing CNR with other UC grograms

1. Effect of competltlon

Undergraduates in the three Academic Rev1ew Unit's (ARU-ASUC)
surveys were asked:

- I study and learn best in an env1ronment with competition
" at the level such as we have here . at Berkeley.

competition: Means CNR and comparisons

CNR-ARU ('79)...... «.2.19 Life Sciences-ARU(18)....2.68
SD/D-69%; IB-6%; A/SA-25%%* All Programs-ARU(40)..... 2.75
SD/D—AE%i I1B-21%; A/SA-33%%*

Rank CNR............. 2nd
(range 2.08 - 3.53)

*percentages: SD/D=Strongly Disagree(l) plus Agree(2);
IB=In Between(3); A/SA=Agree(4) plus Strongly Atree(5).

2. Importance of participation in decision making
The following question was asked in the ARU-ASUC surveYs:
a) The program should include undergraduates on most committees,

provide an office, allow a quarterly mailing, etc., to facilitate
undergraduate organizing and input.

In the 1980-1981 Survey CNR students were asked:

b) The CNR community (students, faculty, and staff) is committed
to making decisions by a participatory and democratic process. Do
you believe in and value this part of your education?

In the Student Initiated Questionnaire - 1976 - students were asked:

c) Is student input and representation important in the
governance of CNR?

students should participate in decisions: Means CNR and comparison

a)CNR-ARU ('79)...... 4.59 Life Sciences—-ARU(18)....3.84
SA/A-89%; IB-12%; D/SD-0%* '

a)Rank CNR........... 1st All Programs—-ARU(40)..... 3.95
. "‘“ SA/A-78%; 1B-15%; D/SD-7%*

b)CNR-1980-81........ 4.54

(range 3.48 - 4.59)

c)CNR-1976...Ves-98%; No-2%

*percentages: SA/A=Strongly Agree(5) plus Agree(4); IB=
In Between(3); D/SD=Disagree(2) plus Strongly Disagree(1)
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3. Knowledge of decision making process

The following question was asked in the Life Sciences and
Selected Humanities Surveys of the ARU-ASUC, but not in the
l Social Sciences Related Programs'surveyed

- I know a lot about the de0151on maklng processes, policies,
, and governance in the program.

knowledge of decision making process: Means and percentages

0 Life Sciences-ARU(18)....1.75 All programs-ARU(26)....1.77
« SA/A-5%; 1B-10%; D/SD-85%F SA/A-5%; 1B-11%; D/SD-84%%

Humanities-ARU(8)..... e..1.81
SA/A-5%; IB-14%; D/SD—81%

*percentages: SA/A=Strongly Agree(5) plus Agree(4); IB=
In Between(B); D/SD=Disagree(2) plus Strongly Disagree(1l)

4. Notification of student meetings

The following question was asked in all of the ARU-ASUC surveys:

- I have never been notified of -a meeting of a general
undergraduate organization in this program

[ . notice Qf meeting of student organization: Means CNR & comparisons

CNR-ARU('79)...... .1.28 Life Sciences-ARU(18)....3.05
SA/A-0%; IB-3%; D/SD—97%

' All programs—-ARU(40)..... 2.62
Rank CNR......39th(out of 40) SA/A—SO%; 1B-9%; D/SD-60%

(range 1.17 — 4.48)

5. Degree of participation in decision making

The following question was asked in the Llfe Sciences and
Selected Humanities Surveys of the ARU—ASUC but not in the
Social Sciences Related Programs surveyed.

a)Il have been an active member of a student organization,
served on a departmental committee, attended a faculty meeting,
or have been directly consulted to provide student input to this

Qrograme

The following two questions were asked of CNR students in the
1980-1981 survey:
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B) Have you partlclpated in the CNR communlty (attended student
Q;ganlzatlon meetings, been on n CNR committees, attended CNR events,etc.)?

c) Have you partlclpated in the dec1s1on maklng process in CNR
(student organization, committees)?

The following question was asked in the 1976 student initiated
questionnaire:

'd) We would like to evaluate the interest, effectiveness, and
1mportance of student participation in the governing commlttees of
CNR (i.e. administrative, advisor's coordinating, course planning
and development). Have you attended meetings of any of these
committees?

The following question was asked in thg CNR Follow-Up Study:

e) Indicate your degree gi‘involvement in the various elements
(listed) of CNR related to decision making in the program. ‘

participation in decision making: Means & percentages CNR & comparisons

b)CNR-1980-81. cee...2.84 a)Life Sciences-ARU(18)...... 1.79
Cons1derable—31%, Some 26%, SA/A-8%; IB-7%; D/SD-85%
_Little or none-43%** ;
- a)All programs-ARU(26).......1.87 {
c)CNR-1980-81...Yes 39%/59%* SA/A-10%; IB-7%; D/SD-83%

*those in CNR 4+ quarters : [
a) (range. 1.27 - 2.52) |
d)CNR-1976..........Yes 39% ‘

e)CNR Follow-Up.....Yes 36%***
-grad from '72-'75.Yes 33%
-grad from '76-'79.Yes 42%

**Percentages: Considerable (5 plus 4); Some(3); Little or None(2 + 1)
***responses in Follow-Up Study indicate significant involvement
. for at least one quarter, not simply occasional attendance.

6. Trust faculty to take students'needs and views into account

The following question was asked in all of the ARU-ASUC surveys:

-I trust the faculty to take students' needs and views into
account in their decision making for the program.

trust faculty take student views into account: Means CNR & comparison

CNR-ARU('79)......v.....3.16 Life Sciences-ARU(18)........ 3.03
Rank CNR......o.0o.0......8th All programs—-ARU(40)......... 2.96
- SA/A-36%; 1B-28%; D/SD-36% [

(range 2.30 - 3.74)
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Discussion of comparative data: These data reveal substantial
discrepancies between what UC students value and prefer and what
is, in fact, the case w1th4respect to competition and participation
1n decision making in the overwhelmlng majority of undergraduate
programs at UC.

More students believe they would study and learn better with
less competition at Cal (45%), than believe the level of competition
Is appropriate (33%) [see question #1]. CNR emcourages cooperative
learning within its program. " Experience with cooperative learning
appears to increase the percentage of students who conclude that
the general level of competition at Cal hinders their learning.

In CNR where almost all students have experienced cooperative
learning in some 6f their classes, sixty-nine percent (CNR ranked
2nd) stated that their learning was hindered by the level of
competition at Cal. We can infer that actual experience with

an alternative form - cooperative learning - allows students to
develop a more critical understanding and analysis of the impact
of the typical competitive learning atmosphere at Berkeley on
their educations. As a consequence a large majority conclude
that the general level of competition is a hindrance.

Students believe they should be able to participate in the
decision making processes of their programs (78 percent of the
respondents in the ARU-ASUC surveys - see question 2a). In those
programs where students were able to participate, and where
participation was extensive, an even greater percentage of
students value its importance. CNR ranked first among the
programs surveyed with 89 percent of its students believing it
was important, and no students indicating that they did not
believe students should participate in the decision making
(see question #2a).

Students were woefully ignorant of the decision making
processes in their programs. Eighty-four percent (84%) felt
they knew little or nothing about the decision making procedures
in their programs (see question #3, CNR was not included in the
surveys where this question was asked). The obvious explanation
is that students are not allowed or encouraged to participate.
This also extends to undergraduate student associations. Thirty
percent (30%) of all UC students surveyed had never been notified
of an undergraduate association meeting in their programs. While
every student in-programs like CNR and Development Studies
indicated that they had been notified about student organization
meetings (see question #4, CNR ranked second), few undergraduate
programs have active student organizations.

There is very 11tt1e partlc;patlon by students in the decision
making in the vast majority of programs on ca.mpus. ~In the programs
surveyed, eighty-three percent of the respondents had essentially
not participated in the decision making in their program, including
involvement in an undergraduate association. Only 10 percent
indicated that they had significant participation. In sharp contrast,
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CNR students were more involved in the decision making in their
program than students in any other major surveyed. Thirty-nine
percent (39%) of all CNR students surveyed had been involved in
the program's decision making, with 59 percent of the students
who had been in CNR four or more quarters having been involved.
Thus, those programs like CNR that include students in their
decision making, and that had active student organizations to
facilitate inclusion, have a dramatically higher percentage of
their students engaged in decision making relative to other
programs. This clearly “indicates that given the opportunity and
support students will become deeply and responsibly involved

in the governance of their programs (see question #5).

Students do not, on the whole, trust faculty to take their
needs and views 1nto account when decisions are made. O Only 36
percent of the students surveyed trusted the faculty in this
way (see question #6). This question could be answered from
two antithetical perspectives by students in those programs
where they participate extensively in decision making. In a
democratic setting each group is free to represent themselves -
students represent students, and faculty represent faculty,
and together they can seek consensus. Though students in CNR
trust and respect their faculty as highly as students in any
program on campus (see pp. 56 - 58, and Part III Advising),
they ranked eighth on this question reflecting the competing
perspectives cancelling each other out. (i.e. answering from
a theoretical or personal perspective).

Conclusion. A large percentage of UC students feel that the
level of competition at Cal is a hindrance to their education,
and believe they should be a part of the decision making process.
However, most students are very ignorant of the decision making
procedures in their program, and only a small number have been
able or willing to participate in making the decisions that affect
their education in their undergraduate programs. These facts in
conjunction with the additional fact that the majority of students,
as a result of their experiences, do not believe that faculty take
their needs and views: into .account in decision making undoubtedly
contributes to the cynicism and alienation found among students
on campus. This hardly bodes well for the development of under-
standing and skills in the democratic process, or for building an
informed commitment to democracy. The data also demonstrates that

this condition is not inevitable. CNR and the few programs that are

similar to it reveal a very different pattern. Experience with
cooperative learning leads to valuing it, whereas experience with
competitive learning tends to lead to alienation. The ability to
participate in decision making leads to an increased valuing of
participation. When students are granted substantial and authentic

rights to participate they, in fact, participate extensively, if they

have appropriate mechanisms and resources to facilitate it. The
data from CNR sustains each of the above points, often dramatically
relative to other UC programs in general. This report documents
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how participation contributes immeasurably to the outstanding
engagement of CNR students, on the whole, in n all aspects of their
education. Equally ;@portant this experience demonstrably leads
to gaining greater understanding and skills in the democratic
process, and contributes to a principled commitment to democracy.
The extensive data from CNR students and graduates that follows
will document these conclusions in depth, as well as provide an
analysis of how community and democracy functions in CNR and the
resulting impacts on the educations, careers, and lives of its
participants.

B) Quantitative data from CNR students and graduates

The quantitative data will be presented in full first, then
integrated with the narrative data to fashion a detailed analysis
and discussion of these central features of the CNR program.

CNR students responding to the 1980-1981 Survey were asked the
following questions:

7) CNR strives to create 3 healthy and viable community where faculty,
students and staff work together in a relatively egalitarian and
respectful manner.

7a) Do you believe education should be carried out in this kind

of commun1tz7
Mean.....4.77

(5)yes, very much so-79%; (4)19%; (3)2%; (2)0%; (1)No, not at all-0%

7b) Have you experienced and valued this community while in CNR?

Mean.....3.95/4.14%*

(5)yes, very much so-35%; (4)42%; (3)13%; (2)4%; (1)No, not at all-6%

*(5)yes, very much so-48%; (4)32%; (3)11%; (2)5%; (1)No, not at all-4%

*second set of figures is for students who have been in the program
for four or" more quarters. This is also true for remaining questions.

7c) Have you participated in- the CNR community ‘(attended
student organization meetings, been on CNR committees,
attended CNR events, etc.)?

Mean..... 2.84/3.36%*

(5)frequently-18%; (4)13%: (3)26%; (2)24%; (1)not at all-19%
*(p)Erequently-34%; (4)11%; (3)24%; (2)20%; (l)not at all-11%
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8) The CNR community (students, faculty, staff) is committed to making
decisions by a participatory and democratic process.

8a) Do you believe in and value this part of your education?

Mean..... 4.54/4,.57*

(S)yes,’very much so-70%; (4)15%; (3)14%; (2)1%; (1)no, not at all-0%

*(5)yes, very much s6-75%; (4)9%; (3)14%; (2)2%; (1l)no, not at all-0%

8b) Have you participated in the decision making process in CNR i
(student organization, committees)?

Yes - 39% No - 61%
*Yes - 59% No - 41%

*second set of figures is for students who have been in-
the program for four or more quarters

9) CNR encourages and facjilitates students learning to communicate and
to work productively together in groups.

9a) Do you feel this is an important part of your education?

Mean.....4.64/4.57% : 1

(S)XesL>very;important—GQ%; (4)27%; (3)4%; (2)0%; (l)nd, not at all-0%

*(5)yes, very important-64%; (4)29%; (3)7%; (2)0%; (1)no, not at all-O%

9b) Has working in groups in CNR helped you to communicate better
and work more productively in groups?

Have not been in groups..... 30%/17%*

Mean.....4.00/3.94*% (for those who have been in groups)

(5)yes, very important-35%; (4)44%; (3)13%; (2)4%; (1)no,_not at all-4%.

*(5)yes, very important-37%; (4)40%; (3)11%; (2)3%; (1l)no, not at all-9%

*second set of figures is for students who have been in the program
four or more quarters

————y
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Students responding to the Student Initiated Questlonnalre (1976)
were asked: ,

10) We would like to evaluate the 1nterest effectiveness, and
importance of student participation in the governing commlttees
of CNR (i.e. administrative, advisor's coordinating, course
planning and development). A

10a) How many times have you attended?

5+ times-3%; 4-0%; 3-8%; 2-7%; once—Zlm, never-61%

10b) Is student input and representation important?

Yes-98%; No-2%

Graduates in the Follow-Up Study (1980) were asked the following
questions: .

N.B. These questions were for the most part open-ended.
Categories were readily developed from the narrative responses and
coded as indicated under each question. A few of the questions were
probing for complex phenomena, and hence, had a tendency to
overlap and be-iinterpreted in more than one way. Frequently respondents
would write a long response under one question that encompassed
several questions at once. In categorizing responses we only used
those actually written in the space provided for the question being
coded. Therefore, the variation in response rates to these questions
is due, in part, to the respondents incorporating their response
to more than one question under a specific item; and to the length
of the questionnaire that led some graduates to not respond to
questions that were not completely clear or straightforward.
Percentages in categories are based on those who responded to the
specific question in the space provided. Percentages of "no—response"
are indicated.

11) An objective of CNR has always been to create a community among
students faculty, and staff. Did you experience the community
and was_ 1t of value to you (while a student, later-professionally/

Eersonallz)”
55%-Experienced it and valued it greatly

21%-Experienced it less substantially, but still felt
it was of value

24%-Found it of little or no value

(4% of the total sample did not respond)
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12) How did the relatively democratic process within the major

affect the education you received?

67%-believed it had a very positive influence on thelr

education

24%-did not believe that it had any particular influence

9%-felt it had a negative influence

(18% of the total sample did not respond)

13) How has it (the democratic process) influenced you since?

68%-Very positively

25%-No particular influence

7%-Negative influence

(34% of the total sample did not respond)

14)Graduates were queried about the amount and nature of their

involvement in CNR and campus wide activities.2

Yea;r of !'TOT?L ‘.‘\‘oT‘a.l .TOT:AL,
graduation }'72 '73 '74 '75 76 {'77 | '78 179 |I'%-'75{'7%6-79 1'32-'39
Governing ‘ , h
Committees 21% 33% 29% 14% 28% 25% 27% 26% 1 24%1 33%i 25% -
Student ' . ‘
Organization| 21% 10% 12% 7% 12% 19% 45% 37% {| 12% ! 28%| 20%
A1l CNR ’
Activities&.} 43% 38% 29% 21% 28% 41% 50% 48% It 33% | 42%4{l 36%
Campus wide

Activities 3-{ 43% 57% 65% 41% 56% 56% 68% 59% | 52% | 60% 56%;
Environ-

mental and 21% 24% | 41% 31% 16% 36% 37% § 25% | 30% | 28%

other .

14%

|
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Key to chart on previous page: . .

1. Figures reported are percentages of students involved in activities
for at least -one quarter, not those just attending an occasional meeting.

2. Activities within CNR: administrative committee; course planning
committee; advisor's coordinating committee; student organization;
ad hoc committees; faculty search committees; aid for 49 class; other.

3. Campus wide activities: student government (ASUC); student
organization; political groups; campus governing committees, social
club/organizations; other, : .

4. Environmental organizations and other political groups - on and

off campus.

(5% of total sample did not respond. 1971 graduates
were left out because the small number of respondents
would not have yielded meaningful percentages)

15).Graduates were asked: Did CNR help you learn to communicate
effectively with others and work productively with groups?

55%-A great help
21%-Moderate help

21%-No help (already knew how, etc.)

3%-Unsure

(7% of the total sample did not respond)

Discussion and analysis incorporating the narrative data .

Quantitative data gives an indication of the degree to which
a complex phenomenon like community, or cooperative learning, or
democracy is present and the extent to which it is important and
valued by students and graduates. Narrative data, on the other
hand, allows us to explicate the nature of the phenomenon in any
particular manifestation; especially its interpenetration with
other phenomena which together constitute the whole of our concern -
the impact of CNR on the educations and lives of its students and
graduates, Narrative data can breathe flesh and blood into an
abstract concept by rendering it in terms of persons' lived
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experiences, for it was from experience that the concepts initially
emerged in the past and it is to experience that they must return
to be authentically understood. Thus, the quantitative data sets
the broad parameters and indicates the magnitudes, while the
narrative data gives us a sense of the subjective body. In this
instance the narrative data is not simply illustrative, but is
substantive. Therefore, narrative comments will pile one on the
other with similar themes, but each with their own nuances to
enrich the theme, as well as to indicate the theme's prevalence
among the data, and how it merges with other themes in the actual
play of life as individuals struggle to understand and express
their experience. '

Section 2. Community and Cooperative Learning in CNR - its nature,

value, and ‘impact

A) The CNR Community

CNR students ardently believe that their education should be
carried out in a healthy and viable community where faculty, students,
and staff work together in a relatively egalitarian and respectful
manner. Ninety-eight percent of the CNR students responding
to the 1980-1981 CNR Survey expressed this sentiment (see question #7b).
Some have suggested that to ask this question is but to court the
obvious. Our response to them is: "If it is so obvious, why is it
such a rare phenomenon on this, and virtually all other campuses
everywhere?" Given its rarity ‘it 'is essential that students'
position be made explicit. The whole of this study demonstrates
that it is possible to develop community, as described, and all of
the benefits that derive from it without sacrificing any of the
traditional stated goals of the University, and to achieve some of
them to a far greater degree than typical programs. So the question
posed above remains - why is it so rare? We believe this question
is one of fundamental importance.

Community does in fact exist in CNR, and is experienced by the
overwhelming malorlgz of CHNR students. N1nety,percent of the students
responding to the 1980-1981 Survey had experienced and valued CNR's
community to a significant degree (see question #7b). As one would
expect, the '"community" becomes more important as a function of the
amount of time a student has been in the program. Thirty-five percent
of those who had been in CNR from ohe to three quarters valued it
very much; while 48 percent of those who had been in CNR four or
more quarters valued it very much (see question 7b). Seventy-seven
percent of the graduates responding to the Follow-Up Study (1980)
said that they had experienced and valued the CNR community and that
it had made important contributions to their careers and lives
after graduation.
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A substantial portion of CNR students are active participants
in the organlzed activities of the communlty - the CNR Student
Organization, CNR governing ‘committees, and the diverse CNR
gatherings and events. EightyeonetperCent of all students
responding to the 1980-1981 Survey had participated at least
some; while 89 percent of those who had been in CNR a year or
more had participated. Graduates had also participated significantly
in the CNR community when they were students. (Thirty-three percent
of those in the classes of 1972 to 1975, and 42 percent of those
in the classes of 1976 to 1979. These percentages tend to indicate
participation for at least a quarter, rather than occasional
meetings. See question #14).

The CNR community has grown in strength and effectiveness
over the years. Comparing current students' responses with those
of graduates suggests that more students are experiencing, valuing,
and participating in the CNR community now than in the past. The
data reveals that, though graduates from the early years participated
extensively in CNR, participation had fallen off markedly by 1975.
Participation began to increase after 1975 and has continued to
increase until it is now more extensive than it was in the early
years. For ‘example, 43 percent of the 1972 graduates had participated,
21 percent of the 1975 graduates, and 48 percent of the 1979
graduates (see question #14). In 1980-1981,we find 69 percent

"of the students who had been in CNR for a year or more (CNR has

a five quarter residency requirement) had participated significantly,
and an additional 20 percent had participated at least minimally.

Beginning in 1976 a number of improvements were instituted
in CNR through the collaboration of students, faculty, and staff
that have facilitated increased student involvement in all aspects
of their education, including the CNR community. In 1976 the
Resource Center - a center for resources and student activity -
was established in its own space and staffed full-time in 1977.
In the Spring of 1976 students in IDS-120, Environmental Education,
undertook as a group project with faculty support, to conceptualize
and create the CNR Student Organization. Prior to that time
student organizing was largely ad hoc and without formal structure.
The CNR Student Organization has grown rapidly since then and is
presently recognized as the strongest and most effective under-
graduate student association (student organizations within majors)
on campus. In 1977 the Student Opportunities Coordinator position
was established to, among other things, facilitate student involvement
in CNR, on campus, and in the community. The valuable contributions
of these additions are clearly revealed in the data in this section,
and throughout this study.

CNR, unllke many new programs where enthusiasm begins to wane
after thelr first few years, has after a low point in 1975 “continued
to pick up momentum, enthusiasm, and to generate improvements into
the present. CNR is one of the most, if not the most, well-developed,
active, and effective learning communities on campus.
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The explication of the CNR community through the narrative data

1) The overall sense of the nature, value, and impact
of the CNR community. The narrative responses of current students
and graduates emphasize again and again the positive effect of
the humane, open, cooperative, and supportive environment the CNR
community provides for learning on the quality of their educations
and lives. They describe a context in which people knew and cared
about each other, and found it easy to engage in discussion and
dialogue faculty, students, and staff about concepts, philosophies,
and other mutual concerns. Questions and issues of vital import
to the understanding and solving of environmental problems are
continuaiously pursued inside and outside of the classroom, creating
an intellectual climate that is rare among undergraduate programs
at Berkeley. Tangible evidence of the results of this ferment
can be found in a number of projects groups from CNR undertake
on environmental issues - publications like TELLUS, Edge, Ecolog;
organizations like ChHautauqua, Cooperative Connections, Berkeley
Energy Coalition, and the Coordinating Committee on Pesticides;
events like Berkeley Sun Day, Berkeley Earth Day '80, and The
Politics of Hunger Fair and Teach-In - to list but a few of the
activities generated in whole or significant part by the CNR
community. The contributions of these activities to students'
knowledge and skills, and their value as preparation for further
education and careers cannot be underestimated. The following
narrative .data captures some of the essence of the community
in CNR. Comments without year of graduatlon after them are from

current students:

"1 have nealized the potentialities of participating in such a ;;
group (L.e. nicher base to dra grom). 1t has become extremely L
clear £o me that Learning is a wo way exchange. The type

04 community that CNR creates {8 of the utmost importance - {
to create the opportunity for real Learwing to take place." |

"1 appreciate the humanistic-decentralized cooperative
attitudes present among 'authonity' and 'situdent' peoples.”

"T think that much of what is accomplished by and within
the department owes its good to the ability of members to
communicate well."

© "The community 'geel'...created a positive env.ironment and
provided suppornt ('73)."

"Those few faculty 1 did know well have profoundly ingluenced
my Lige. Sharing their thoughts and fears and advising as

they did was probably the single most impressive aspect of . ;
the CNR majon for me personally. Perhaps the fact that they -
felt s0 deeply for, about, and were involved in the major ]
has much to do with this ('79)." '

"Ves, yes, yes [CNR commun1ty] the most meontant part of my
tozaz college expernience ('77)." —
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"Yes, the community 45 alive and well, it needs a wider

base and a highern prionity by everyone - if the atmosphere

48 supportive an education can be a greaten experience for
Leawwning, making §riends and {inding how you and your personal
sRLLS best §it into our world. The community helped me
trhemendously, 1 want many others Zo be Likewise helped ('79)."

These poignant comments capture the power of the community to
extend and enrich the educational experience far beyond the limited
possibilities of the classroom, as well as to minimize or eliminate
the extensive alienation found among students elsewhere on campus.
Of important note is the fact that community extends what students
most valued in their relationships with their advisors (see Part III
Advising) to relationships with many persons in the community -
other students, staff, and faculty. The two are generally inter-
active - community and advising - and each helps to create and
recreate the quality of the other, indeed the boundaries between
the two are often, and appropriately, blurred.

2) Community as impetus for greater enthusiasm, motivation,
exploration, and commitment. What is often overlooked in examining
the quality of education, especially when it is judged almost solely
on the basis of Grade Point Averages, is the nature of persons'’
relationships with intellectual inquiry. The CNR community creates
a basis for dialogue. Critical discussion and exploration extends
.for untold hours outside of the classroom for large numbers of CNR .
students and makes substantial contributions to their ability to
meet their own and the University's educational goals. This process
in CNR, which is so atypical of undergraduate education at Cal,
excites people and quickens their motivation to learn. The inter-
play of ideas and opinions contributes to students' ability to
develop critical analyses, and balance well-considered understanding
of complex environmental-social issues. It is the growing desire
to know, the essence of a University education, that spills the
discussion and:debate out of the classroom and into the corridors
of the community. This promotes wise and responsible action in the
world beyond academia. The CNR community is an effective stimulant
and receptacle for this critical phenomenon. This aspect of the
CNR community is expressed in many ways:

"Yes, it [the CNR community] was what kept me intenested
and excited in Learning: the dialogue and geedback ('75)."

"...community feeling was strong - people energized each
other ('74)." .

"The people 1 met were good people and stimulated my
thinking - veny Lnfomnmative - helped set a standard to
which 1 could emulate my Life ('76)."

n., . but in general the feeling of community, camaraderie,
change, and variety of people was about 50 - 75% of what
kept me in college at all ('77)."
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From a woman who is specializing in women's health:
"This 4is Largely what deterunined the atmosphere of the University
and in hetrospect 1 appreciate its value even more. People -
students, faculty, and staff - provided me with a great deal

04§ Lnspination and motivation ('77)."

"Impoatant poﬂiticaﬂ differences often break-up that sense
of 'community', but such differences keep the c0mmunxxy of
interests in Env&nonmentaﬂ Problems dynamic an

The CNR community s sZrnong because people are comma;to_d
('79 - currently a graduate student in development
studies in the United Kingdom)."

"The people T have met have helped me question Lideas and
gacts - how they'nre interpreted. Great people that 1 can
share ideas with and discuss issues and become good fgriends
with.,"

"1t {8 important that students talk Zo each other about their
philosophies and education, as well as vote with each other
on those things they can have a say 4in."

A woman physician who graduated in 1974 speaks as
follows; "...It formed a supportive envinonment in which
2o develop ideas and goals and Zo share other people's ideas.”

Who, in the face of these comments, and the data throughout
this study, can suggest that the development of a community, like
that in CNR, does not make unique and substantial contributions to
the students' pursuit of one of the most fundamental purposes of
the University - the relentless search for truth? This is not
the province of the faculty alone but of the whole University
community as is so amply demonstrated in CNR.

3) Community as a base for establlshlng one's ground and
developing a coherent vision. One of the most persistent and
difficult problems many serious persons confront in their encounter
with education and knowledge as presented at the University (i.e.

a University education is equivalent to the sum of a finite number
of discrete courses) is finding authentic meaning and purpose in
their education. The CNR program and community appears to be
uncommonly successful -in assisting persons to ground themselves,

to define a vision, and to educate themselves so they can realize
that vision. This study abounds with narrative data that documents
this. A few of them will be presented here:

A woman graduate (1978) who is completing a Ph.D.
in Biology at UCLA expresses this not uncommon
experience well: "Yes, T did feel T was part of the
community. 1'd been going %o school for six yeans [prior
to entering CNR] and felt Lost and alienated from school -
the majon itseld made me feel I was parf of the school
system and this was an Lmportant stimulus for me to Learn."
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From a teacher in a well-known alternative school:
"T 4elt secure knowing that 1 wasn't the only person thying

to make the world betiern. 1 came %o realize that my dreams
are possible in the §ield of education ('77)."

4) The CNR community and understanding organizations and
how change occurs. Being involved in the CNR community, and through
it with the University as a whole, helped many students to under-
stand organizations, bureaucracies, and how change occurs. This is
important especially to CNR students because the solutions to
environmental problems require change, by definition. This knowledge,
anchored in experience and theory, proved very helpful after
graduation. Students express this as follows:

"I believe that without this process[involvement in the CNR
community] one can not expect to Learn the workings by which
change happens. Any couwnwse of study dealing with env.ironmental
problem s0lving needs to teach a process of what working

with people and how Zo get change %o occur {8 about.”

"I see the powern politics within the University, good |
experience and undenstanding to have; it sometimes is
demoralizing, but this reality is needed and useful.”

"I feel more comforntable discussing political aspects of
Life 4in CNR than in a more traditional setting."

5) Getting involved in the CNR community. While CNR has a’
strong and principled focus on community, it is important to establish
that students are free to get involved or not as they choose. The
CNR program seeks to inform its students that participating in the
community is a viable and real option, and to build an awareness
of what the potential values of getting involved are, thus creating
the conditions for an informed choice. It is from this perspective
that we examine the situation of some students who have found it
personally difficult to get involved in the CNR community. These
experiences in conjunction with the expressed intentions of several
respondents to the 1980-1981 questionnaire to become involved reveals
how necessary it is to offer a helping hand to all those on the edge
seeking to become active participants. The data shows how important
it is to be sensitive and go more than half-way in some instances to
help people overcome shyness and feelings of intimidation. Sometimes
in the rush of events the impression is caught by a few, however
untrue in fact, that activities in the community are relatively
closed but to an'"'in group'". The CNR community, as all communities,
is far from perfect, but there has been, especially on the part of
the CNR Student Organization, continual effort to improve the open-
ness and access of being part of the activities in CNR. The
following narrative data will provide body for this discussion:

"I didn't experience it until 1 made a step to o4fer something
to it. Prior %o that, 1 did necognize its existence through the
continual crnitical debate of 1ssues, after classes, in the halls,
on postens, grafgiti, ete. ('79)."
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"T honestly wish 1 felt Less intimidated, but 1 do nof.

1 feel that many of the people .in CNR know each other, and

as a consequence have formed a clique - 1 feel that my efforts
to get involved in CNR have been sitifled by both the students
and the professons. The progham at times created a community,
but at times created an in-group a bit disdainful of other
students (' 75)"

The challenge of creating and maintaining community is a
complex and difficult one, but an essential task in a generally
democratic society. Those students who have accepted this challenge
in CNR, and there are many, learn a great deal of theory and practice
that contributes to their search for a more '"complete'" education.
The issue of community is particularly important to the substantial
portion of CNR's students who enter careers where they are educators
and/or community organizers as part or all of their professional
responsibiljities, both of which are major aspects in achieving
solutions to environmental problems.

6) The influence of the CNR community on those who
participated minimally or " not at all. The essence of community is
the atmosphere it generates. We have been explicating the nature
and quality of the atmosphere in the CNR community throughout this
section. The climate affects those who are in its midst whether or
not they are active participants. The quantitative data makes it
clear that, though many students did not directly participate in
the organized activities of the community, they still valued it and
were influenced by its presence. For some, the limiting factor on
participation was time - they had -to work, care for families, or.
Jneet other responsibilities outside of school. For others, it was
inherent in their nature, while for many it was simply a conscious
or unconscious choice. The following comments will further clarify -
these points:

"Being by nature a shy person, 1 probably did noz
expernience the community as directly and intensely as

a more ouftgoing person might. 1 did enjoy and 4eel
stimulated by my somewhat nestrained L{nvolvement in the
community. The people associated with the program
deé&n&tezy made the program and had a positive Limpact

on me ('72)."

"I've 50 many othen time commitments that 1've been unable
to panticipate - but 1 Like the idea and hope o participate
when T have a Less busy quarter.”

7) The continuing influence of the CNR communlty on people
after graduation. The CNR community has continued to contribute
directly and indirectly to people's careers and lives in a number
of ways since they graduated. It has been an inspiration and
impetus to build and participate in new communities and to generate
cooperative work settings.
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"Yes [value of CNR community], I've been an active memben

in a natuwal food Co-op for three years and 1 gfeel CNR
"community' and the co-op community Ahare in a Atrong

desine to provide an alternative to business as wsual ('72)."

"Yes, it [CNR community] was always there...you were
encouraged to share with each other. 1In my Life now,

- At 48 very clearn to me Lif things are to wonrk around me,
then T must Zake the nresponsibility to make them wonk,
which includes encouraging others Zo also take resdponsi-
bility and to find what {5 needed and wanted and make
that work [a manager in a partially worker controlTed
middle sized business distributing herbal products ('75)]."

For a considerable number of graduates the CNR community has
been transformed into an extended community that remains intact:

A 1975 woman graduate who is an administrator in
an environmental consulting firm; "People were the finest
1 have ever met - 1 made Lifelong friends and established a
network of people with similar values, goals, and concerns...
This community 48 imporntant...in the real wonﬁd especially
Large oities Like Zhe Bay Area, one §inds no niche on
community. Thus, Lt L8 of prime impontance to establish
his commuwiity 5eelcng ewly, before one s4inks into zthe .
abyss of disillusionment, which £is s0 common Ztoday...

CNR as a major is one of the few realistic means available
these days to counteract this blanket of apathy.”

"...community. .. was very strong. 1 s2LLL have close contacts
with several people (students and faculty) from then ('73)."

The extended community has provided jobs for graduates,
and field work, internships, and part time work for CNR students;

"Yes, Lit's gotten me jobs. 1've gotten jobs for othens.
1t will always be an 'in' club for me. We shared the
University togethern ('74)."

Alumni frequently provide each other with resources, expertise,
and support:

"Yes, yes, while T was a student and after in work. 1 feel
that if 1 ever need the CNR expertise and support it is AL
there. Many CNR pensons are still my best of Wendzs ..we
stanted a ragting Co-op ('75)."

A full time consultant to the Environmental Defense

Fund ('79) responds; "Yes, I believe that the community was

valuable to me as a student and shatl continue fo be through

my Life; the contact with people of Like thinking and values
A8 dnvaluable as a resounrce and support mechanism."
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Even those who are not in direct contact with other CNR
people frequently expressed a continuing bond with the CNR

community:

From a woman who is a dean at a university,

and who was just nominated "woman of the year'";
"Ves, verny mportant [the CNR community]. T sl §eel a
stnong connection to the major ('75)."

"o.oT feel a special closeness to all who are grom/in
the major ('72)."

In conclusion. The CNR community is alive and well. It
is strong within the program, and continues to grow as an extended
community in the lives of graduates. We have enumerated its unique
and outstanding contributions to people's educations, careers, and
lives. Without it CNR would be a fundamentally different program,
and not nearly as effective in achieving its official mission.

B) Cooperative Learning in CNR

The power of cooperative learning and group projects is
poignantly conveyed in the following fragment from the journal
of an IDS-120 Environmental Education class member, written late
the night before the culmination of four months of intense
cooperative effort in creating the highly successful community
education fair Berkeley Earth Day '80 - A Celebration of Community.

"May 3, 1980. 1:40 AM. Journal Entry

12's the eve of Eanth Day - tomosrnow £i48 the fair which is
the culmination of 10S-120's tnials and Asuccesses, experience,
and {dealism. Working and changing along with everyone Lin
the class has forged very special and strong bonds. Each

04 us puts in - oun talents, concerns, enthusiasm, and
guidance - what we all get out is magn&5¢ed by our collective
sharing. What a foy to work with a ghoup that is 40

cohesive and comfortable. Where nothing is demanded of
Andividuals, but everything of quality 48 expected of Zne
group. owrt group 45 a success; the process has been a
remarkable achievement of democratic act&on, the 5a¢n -
beyond these things is only incidental..

In many of its classes, committees, projects and other activities,

CNR encourages students to work cooperatively and productively in
groups. This has long been proven an effective way to learn and
frequently stimulates added enthusiasm, motivation, and purpose as
we have previously indicated. The successful resolution of environ-
mental problems invariably depends on working cooperatively within
and between groups to develop focused and sophisticated collective
efforts. 1In this situation, the democratic process is at its best.
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Thus, learning and working together cooperatively reflects the
eventual career setting of a large portion of CNR's graduates.
Therefore, in addition to the substantive content learned and
service that may be rendered through working cooperatively in
groups, the knowledge and skills involved in communicating
well and being productive are important academic and practicsal
knowledge in the liberal education and career preparation of
CNR students. CNR graduates tend to seek and obtain professional
positions in cooperative settings much more frequently than in
competitive ones (see Part VIII the Advanced. Education, Careers
and Lives of CNR Graduates) Learning to communicate and
work productively in cooperative groups is a central aspect of
being a responsible and contributing member of a democratic
community like the one CNR strives to be.

1) Discussion of quantitative data. CNR students
responding to the 1980- -1987 Survey believed that learning to
communicate and work productively in groups should be an 1ntegral
part of their education. One-hundred percent believed it to be
at least of some importance, and 69 percent believed that it was
very important (see question #9a).

Eighty-three percent of those who had been in CNR for a year
or more had worked in cooperative groups. Of those who had worked
in groups 92 percent judged that the experience had contributed
significantly to their ability to communicate and work productively
in groups. For 35 percent it was very important (see question #9b).

Graduates in the Follow-Up Study responded in a similar
manner. Seventy-six percent reported that their experience in
CNR had helped them learn to communicate effectively and to work
productively in groups (55 percent - a great help; 21 percent -
moderate help; see question #15). A number of graduates and
undergraduates indicated that they already knew how to communicate
well and work productively with groups when they entered CNR.

Thus, CNR students believed learning to work in democratic
groups was an important part of their educatlon and judged CNR
to be successful in meeting their goals in this area. One only
has™ to observe groups attempting to work c cooperatively in any
age group, and in any segment or level in society, to realize
that good communication, cooperation, and production is not too
common. There is a great deal of knowledge and skill involved
that is best developed through reflected upon experience and
study if democratic groups are to be successful, even when one
is initially committed to working democratically. There are not
many opportunities in typical educational institutions where this
knowledge and experience can be gained in a context where the
process is studied and reflected upon. CNR is one of the infrequent

exceptions.
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2) Further explication through the narrative data. CNR
students and graduates were keenly aware of the differential
impacts of cooperative, passive, and competitive learning
situations. A 1979 graduate responds:

"Ves...[classes 1ike CNR-49 Introductory Seminar; IDS-10
Environmental Issues; CNR-149 Senior Seminar; and CNR-198's
Group Independent Studies]...are a very good and more
efficient way for people to Learn than the 'Lecture fo
students' method, which has its value but doesn't develop
anything beyond passivity in the student receptacles.

Such classes are necessary and valid educationally, but

1 feel all students should be able to have good ghoup
ontented experiences, too."

"Yes, ghoup profects offer a refreshing antidote to the
poison of individual competition in academia ('78)."

From a student in his third year at Boalt Law
School: "Yes, .n particular CNR-49 and 149 were extremely
benegicial collective work experiences. Additionally,
most CNR classes emphasized the collective approach over
the competitive one (which they go way overboard for 4in
Law school) ('77)."

Respondents were génerally sensitive to the difference between
working in groups cooperatively, and working in groups individually
and competitively as is the norm in heirarchically structured
groups. For example; '

",..[Did you value working in groups]...Very much - it
showed me that wonking with a group instead of in a
group individually produced bettern nesults in amount
Learned and the morale of the group ('75)."

"...classes [198's, CRS-110, IDS-10]...<nvolved group
discussion, debate, and wornking together toward real
and imaginary goals and solutions. 1 feel this improved
my communication sk{LLs and gave me some experience in
wornking with a ghoup. Moszt othen classes 1'd taken
although they supposedly had 'discussion' sections did
not provide this experience ('79)."

CNR students and graduates have taken their knowledge and
skills in cooperative work into new situations where it has a
useful role to play:

A woman physician in family practice who graduated
in 1974 comments; "...Many physicians are very weak in
communication AkRills and the ability to work cooperatively
with othens. CNR was one support along the way, helping me
%o develop in that area - a ghowth process that continues o
Wis day,"
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A 1976 graduate who is now a community lawyer
puts it this way: "Democracy in the making of CNR
activity, encouwraged real communication. Most of my
productivity occuwrned n the §Lield. Class and discussion
sections provided planning, analysis and ecnitique.”

Learning and producing cooperatively in groups is not without
problems, any more than lecture classes are always stimulating and
thought provoking. An important component of the learning experience
in working in groups can derive from meeting the problems encountered,
seeking to analyze and understand them, and devising means to over-
come them. This is not always done, nor always successful when
attempted, but '"failure'" wisely used is a powerful learning tool.

A few of the problems typically encountered are expressed as follows:

"Sometimes groups degenerate, with enthusiastic students
taking on the most work, and passive students eating o4
the top. 1 had very frustrating times working Lin ghroups
in CNR. T f§elt many times decisdions and actions were
allowed %o be drnagged out...of cowrse group decision
making 48 important and CNR was good at recognizing this,
but s0 48 taking initiative and acting...('79)."

It is not the intent of this study to provide an extensive
analysis of the intellectual and emotional challenges faced in
forming and maintaining cooperative learning and work groups; ,
rather, our purpose has been to assess the overall magnitude and
nature of their impact on people during and after their education
in CNR, '

In passing, it is essential to note that cooperative learning
and work groups in the CNR community have undertaken many projects,
far more than any other undergraduate program on campus, that have
made substantial and often continuing contributions to CNR, the
campus community, the Greater Bay Area, and beyond. Extensive
service to the community as a principled and logical outcome of
CNR's educational program is a well established tradition in CNR.
These collaborative projects have made crucial and unique contri-
butions to persons' educations, careers, and lives which are well
documented throughout this study. Part VI CNR's Contributions to
the Community will examine this area in greater detail.

In conclusion. We have established how learning cooperatively
in groups has enabled people to gain valuable knowledge and skills
in communicating and working productively in groups. These efforts
have also been sources of many significant contributions to various
communities, including CNR. An important aspect of these experiences
that should not be underestimated in terms of its educational value,
is that they provided insight into the potentials of cooperative
learning as an alternative, or adjunct, to the individualistic and
competitive learning that is characteristic of most classes and
other formal learning situations on campus. One of CNR's objectives
is to meet people as they are and to assist them to find optimal
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ways to satisfy their legitimate education needs. Learning and
working cooperatively in groups, which is an integral aspect of
a genuine democratic community, is one important option in CNR.
Virtually all CNR students are exposed to this alternative,
hence they will be aware of its possibilities in an academic
setting, but they are free beyond that to pursue extensive or
little further work in groups. Significantly, most CNR students
choose to do a substantial amount of work in groups because they
find that it advances their educational goals, whlle at the same
time is satisfying and rewarding.

#

Section 3. The Democratic Structure and Process in CNR - its nature,

puem—

¥alue, and impact.

"The Long-sitanding and thaditional concepi of Liberal
education 44...education for gree men and women in a
gree society -- education in the history and culture of
society, education to give people a rounded view 0§ the
world, to make them nesponsible for theirn own Lives and
for sharing in the responsibilities of community Life,
and, more generally, to Lt them for useful participation
as citizens 0§ the nation and the world by enabling them
2o onden thein Lives sensibly through adequate knowledge,
sympathetic understanding of othens, and shared moral
values. "1

- Angus E. Taylor

University of California, Provost

"Liberty without equality is a thing of noble sound
but squalid result." I
.H. Tawney

"We hold these truths to be self-evident, that all men
are created equal, that they are endowed by theirn Creator
with centain unalienable Rights, that among these are Life,
Libenty, and the pursuit of Happiness. - that to secure
these nights, Governments are instituted among Men,
deriving thein just powers from the consent of zthe
governed...all expernience hath shown that mankind are
moxe d&épOAed 2o suffen, while evils are sufferable, than
Lo night themselves by abolishing the forms to which they
are accustomed.”

The Declaration of Independence

of the United States, July 4, 1776

1. Angus E. Taylonr, Undergraduate Education in the UnLvenALIy 04 California,
Berkeley, California, 1975.
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We feel it is essential at this particular juncture in the
history of our society and the world to reaffirm the fundamental
purposes of the University and the principles upon which our
nation was founded. We are confronted with the erosion and
undermining of democratic principles at home, and find our
government acting to thwart the legitimate aspirations of peoples
in other countries to achieve or maintain freedom and liberty.
The public and scholarly tradition of our society and the world
at large concretely tie freedom, liberty, and equality to demo-
cratic structures and processes which reflect the most widely
shared and time tested of human aspirations (e.g. the Charter
of the United Nations, The Universal Declaration of Human Rights,
The Declaration of Independence, etc.). The very survival of
our species may well depend on our ability to enact these
principles on a world-wide basis in the relatively near future.

The sustaining and furthering of the ideals of a democratic
society are a vital component of the stated purposes of the-
University of California. This poses an obligation for the
University to continually seek more effective ways to instill
and advance these ideals. Therein lies the basic reason and
justification for the democratic structure and process within
CNR. In the pursuit of these goals the CNR program has relied
on one of the oldest and most fundamental of psychological
principles known - we learn through practice and reflection on
that practice. Therefore, one of the central questions of this
study is, appropriately, to what extent does CNR's program
achieve these goals - when examined against relative criteria,
and in comparison to other U.C. programs?

The democratic quality of CNR - of, by, and for all of its
members - extends beyond equity in governance, to equity and
freedom in choice of courses and other learning experiences.
This implies, and has tended to be the case in practice, that all
are afforded equal worth, dignity, and are extended respect and
trust within CNR. These conditions are rare among undergraduate
programs at Berkeley. With "democracy'" indicating a structure,
process, and a way of being, much of the evidence and discussion
already presented in this report is relevant to establishing its
nature and impact in the CNR program. We will weave additional
aspects of the phenomenon into the analysis in this section. 1In
some instances this procedure may appear repetitive or self-
evident; however, in view of prevailing practices in higher
education, what we are attempting to develop and demonstrate
here is neither obvious nor self-evident; hence, the emphasis
through restatement and incorporation of new material.

A) Democracy in CNR: Review of Quantitative Data

1)Participation in decision making

a) CNR students overwhelmingly believe in and value
participation in decision making as an integral part of their




-130-

education. In the 1980-1981 Survey 99 percent agreed at some.
ITevel with this statement, with 70 percent giving it the highest
possible rating (see question #8a). In the 1976 Student Initiated
Questionaire 98 percent affirmed its value (see question #10b).

In the ARU-ASUC 1979 survey, 100 percent of the CNR respondents
either agreed (89 percent) or were ambivalent (11 percent) about
the same question (see question #2a). In none of the surveys

with a range of possible responses did any CNR student state

that students should not participate in the decision making pro-
cess (in the 1976 survey Yes and No were the only possible responses,
with only 2 percent responding No). In all undergraduate programs
(ARU-ASUC) 93 percent of the students agreed with (78 percent),

or were ambivalent (15 percent) about participation in decision
making (see question #2a).

Therefore, U.C. students, on the whole, believe that they
should partlclpate in the: de0151on making in their programs.
Where this is encouraged and a significant reality, like CNR,
the belief in, and valuing of participation is even greater. ‘
Thus, CNR ranked first among all programs in supporting student
participation in decision making in their programs (see question {
#2a, b, c). Thus, participation in democratic decision making
enhances the already strong valuing of it held by students.

: b) A large portlon of CNR students do participate in the _
decision making in their program, 1In the 1980-1981 survey 59 L
percent of CNR students who had been in the program four or more
quarters had participated in the decision making in CNR (39 percent [
of all respondents had participated; see question #8b). Over 30 |
percent of CNR's graduates have taken part in the government of ‘
the program (see question #14). Examination of the CNR data reveals
that after strong student involvement in the early years there was
a steady drop through 1975, with a gradual increase every year {
since then 'until current student involvement in decision making
is the greatest it has ever been in the CNR program (see questions
#8b, 10b, and 14). The factors relating to these shifts are
discussed in the previous section on '"community'.

In sharp contrast, U.C. students in general are quite ignorant
about the decision making processes in their programs, 84 percent
indicating that they knew little or nothing about them (see question
#3); and are able, or choose, to participate minimally with only
10 percent indicating that they had been involved in the decision
making in their programs (see question #5a).

It is probably safe to conclude that student participation in
decision making in CNR is s greater than lE any other undergraduate -
program on campus, being approximately four times greater than the
campus average. Thus, creating the opportunity and developing r
adequate facilitating conditions, does in fact result in a large ' :
portion of the student body's part1c1pat10n in the governance of
their program. , -
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2) Impact of participation in decision making

a) The majority of CNR graduates respondlng to the 1980
Follow-_g Study reported that the democratic structure and process
in the CNR program had a very positive influence in their education.
Sixty-seven percent believed that it had a very positive influence,
24 percent felt it had not had any particular influence, and 9 percent
felt it had a negative impact (see question #12). Graduates inter-
preted this question in a number of different ways. Many interpreted
it as '"freedom of choice'" in constructing their own programs, often
not distinguishing the "democratic process'" from the program's
"flexibility'"; while another substantial group interpreted it as
participation in decision making, or a combination of the two.
Those who felt it had a negative impact, almost to a person, referred
to a desire to have had more direction. In no instance did a graduate
report that g;rtlclpatlon in the decision m maklng of CNR had had a

negative impact on their education.

b) The maJorlty of CNR graduates reported that the democratic
structure and process in CNR has continued to have an important

positive influence on their lives since graduation. Sixty-eight

percent reported a continued very positive influence, twenty-five
percent reported no particular influence, and seven percent a
negative influence (see question #13).

3) Faculty judgement. The surveys of faculty in the Messenger.
Report (1974), and of current faculty, overwhelmingly support the
value and desirability of students' participation in the decision
making in CNR; both in terms of its educational value, and its

~contribution to the CNR program.

In conclusion. In reviewing the quantitative data we find
that democratic structures and processes are functionally present
in only a few undergraduate programs, although a high percentage
of all students believed it should be a part of their programs.
In CNR, students highly value it, and participate extensively ‘in
the decision making in the program. CNR's graduates report that
it had an important impact on their education at the time, and
continues to exert a positive influence on their lives. CNR
faculty attest to the value and contributions of students to the
governance and development of the program.

-B) Democracy in CNR: The Narrative Data

An analysis of the narrative data in conjunction with the
quantitative data will illustrate the unique contributions of
the democratic quality of CNR to the educations, careers, and
lives of its students and graduates.

Two broad areas of impact emerge from the narrative data that
explicate the value CNR's students and graduates gained from the
"democracy'" in CNR. 1) The authentic equity and freedom of choice
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in developing one's educational program, and the responsibility
associated with the freedom; and 2) .The E_rtlc;patlon as equals,
in the governance of CNR. In presenting the data we will, insofar
as 1s possible, juxtapose how persons judged this aspect of CNR's
program impacted them while in CNR, with how it has continued

to affect them since their graduation. Thus, we can follow the
sequence of influence within individuals, and at the same time
examine influences experienced by many individuals.

1) Freedom of choice and associated responsibility in

a democratic setting

In these -paragraphs we will build on similar narrative data
and analyses presented in Part II Curriculum and Teaching, Section
2 Flexibility and Responsibility. Graduates often distinguished
between mere flexibility in programs, and the flexibility with
equity and freedom of choice that characterizes CNR. Focusing
on the latter here will serve to illustrate how a distinction that
may appear minor at first glance yields profoundly different
consequences. ' (

a) Graduates and students in CNR repeatedly emphasized that the
authentic freedom of choice in CNR enabled them to gain control
over and to be active participants in their educaticns, while at -
tThe same time teaching them to take " responsibility for the choices
they were making. All of this is parallel to how effective citizen-
ship is optimally carried out in a democratic society.

The following represéntative‘reflections provide the substance :
and nuances for these crucial effects:

A 1972 woman graduate who was a recreation planner for the
U.S. government for several years, and has recently returned to
school for an advanced degree in planning, states; "EMmactof
democratic process at the time]...I£ gave me a dense that T was in control
Z& and responsible for my own education. 1t gave me a sense 0§ participation -

education was something 1 could participate in rnather Than someihing
Brat happened o me., LCont1nued‘*mpact since graduat1onJ .IZ has made me
feel frustnated when 1 am in undemocratic situations in which T have Less
control; e.g. in jobs 1 have held working for the govermment. 1In such
situations 1 find myself committed to change and greatly moiivated Zo make
change. ALso in my master's program...l have made it work for me."

The sense of authentic engagement, rather than passive
acceptance, is constantly stressed in graduates' assessments.
A physician ('74) who is completing her residency in family
practice reports: "The democracy in the program allowed me to continue
2o "Zake charge' of my Tife - nather Than passively consuming coursed on -
campus . 1 Eﬁ% might not have eontinued Zoward medicine wilhoul The
- moZivation and perspective developed during Zhat Zime period [while in CNR]. .
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1 might have been more technical and Less involved with the community approach
to health without the opportunity %o round.out my program as an underghaduate.
[impact of democracy since graduation] As a result of those experiences, 1 have
sponsored courses in medical school aud durning my residency to share a community
approach to health." CNR's ability to foster a more humanitarian
approach to health is echoed by another physician ('74) who runs

a rural health clinic in the southern United States: "[freedom and
democracy in CNR] Very valuable, 1 did not want Zo be an orndinany pre-med
student Locked into some stenile progrnam with no relevance to anything but
getting into medical school."

The freedom in CNR allowed persoms to become not only engaged
in their education, but repeatedly enabled them to establish
direction and meaning in their education. A young woman ('75)
who is now in nursing school responds: "[value of democratic process]

1 took six yeans Zo get a B.S. because I never §it in on found anyithing o
study, 1 also distiked the Univensity structure. [after entering] CANR due

to all of the above comments, [CNR] enabled me to get tuly Linvolved in school.
[impact since] I realized what kind 0§ Ledrning situation £s best for me and
that 1 have the night To participale actively. 1 am now in schood again and

T am Involved with planning 0f classes and am not shy in dealing witg faculty." -

The meaning of freedom with equity in practice is captured in
the analysis of the following young man ('79) who is now in a
graduate Architecture program at UC Berkeley: "[value of democratic
process] The advising and decision making process in the majorn is orniented
towarnds asking Zhe neasons for a students' decisions - not Towards establishing .
a LT of counses that must be Taken. As garn as 1'm concered, his was Zthe
s4ingle mosT important part of the major. [impact since] I gelt Zike T graduated
Rnowing -what 1 had done and why, a8 the democratic process was such Zhat at

tun people asked me this quesZion. When I applied gg_%naduate school

enew exactly what T wanted and was abfe fo express «X." This delicate

balance is caught in another way by this 1976 graduate: "There
needs to be a tension in the situation where the democratic process and
experienced guidance Lead us...but not either one too much.”

b) The freedom of choice and learning to take responsibility
enabled many students to learn more than they would have otherwise,
and often a_qualitatively different kind of "knowing". It stimulated
intellectual curiosity and a continued motivation to learn after
graduation. A number of graduates reported that the democratic
process was crucial to their learning how to learn. Thus, CNR's
ability to facilitate the development of self-direction and self-
motivation was important to persons at the time and continued to
be a vital asset after graduation. Graduates' reflections will
further explicate these influences.

A landscape architect ('77) states: "I strongly respect the
rhesponsibility 1 was given to plan and take charge of my education...it was
my education! [influence of democratic process since] I am very self-directed
and nesponsible for my actions - and motivated %o searnch for answerns."

A 1971 graduate reports: "I realized that The hesponsLbility gor my
education was my own and that I could Leaw more because of that and continue
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to Learn." A 1977 graduate: "It made me push myself even harder Zo get the
mosT out ef my education." A woman medical student (' 77): "[value of
democratic process since graduation]...féamning to go affen things on'm

own has proved an extremely valuable s which T fe as EH@% me in both
pro fessional and personal Life, and will continue Zo do 50."

The Environmental Affairs Director for California Public
Radio, a 1978 graduate, reflects: "It [ the democratic: process]
offered the hope that the value of a college education at U.C.B. could be
salvaged. 1t gave Léarning at the University a human face dnd nelevance.
[since] I have Zaughf af Callfornia SZate Univensity, Sacramento, gor wo
yearns and have applied my educational experience inm CNR at C.S.U.S. with some
duccess." A young man ('75) with a unique position with the ,
California State Park Service as a ranger working cross-culturally
in an urban setting with inner-city youth and delinquents reports:
"[democratic process]...{increased my satis faction and intellectual curniosity
within my a/aea%éz interes. Tsince graduation] Reintroduced an altruistic
perspective on Life, job, and personal happiness. Helped Lead to union
onganizing activities while a youth worker in Australia [he worked with
aborigines. in the out-back]."

Learning how to learn was emphasized by several graduates.
For example, a graduate student in Architecture ('79) responds:
"[value of democratic process since graduation]...I gained another skRi2EL which
45 invaluable, and that is knouwdng how to Lewwn, how Zo Zake a complex subject
n anoZhen d and quickly masZern AT Te.g. I took twenily-five units of ghad
Zevel cowwses [while in CNR], <in Forestry, Business Administration, and CLty
Planning. 1In each of them I came .nto the subfect matter cold in comparison
2o othens, and 4in each 1 did well." Another graduate ('77) states:
"[democratic process]...Definitely distracted §rom my facts and §igures; ‘
howevern, it grnéatly added to my political insight and knowledge, and provided ’
a knowledge of how To obZain gacts and figures when needed.”

c) Charting one's own course and assuming responsibility for it ;
led many to continue in this vein and to frequently take on
leadership roles after graduation. !

A woman ('74) who is a high level biological information
specialist in the U.S. Forest Service reports: "My own initiative
and interests guided me along a productive, useful cowrse. 1 had a purpose,
a direction and was not channelled along a pre-set direction. 1'm where I
am now because of my ability to set my own objectives, assume responsibility
and wonk Witk athens.” 1 am more independent and Zend £o assume more 0§ a
Zeadernship on managing hole «in Lige.” A young woman ( '76) who is a
leader in the field of recreation for the disabled states:

"This congidence of having control of decisions and being an independent’

Hinker - allowed me to nitiate programs in the community, wiite proposals, f
onganize alternative kinds of programs; become a Leader instead of a follower, ;
and has given me congidence to pursue {déals and creafe changes for myselg.m

A 1979 graduate responds: "Lvalue of democratic.process] Made me geel (;
An charge of my education. [since] I don’'t wait gor things to happen £o me... {
1 realize my nesponsibility and go out and seek wi need.™ :
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The inspiration and motivation to continue directions set
while in CNR has taken seyeral forms. .A. 1972 graduate responds
as follows: "I feel that had the stiuggle 2o preseive the ideals of a
democratic edudazion'éaﬁzen; T would noZ have been allowed Lo éeanch 50
$reely, 1 probably would have done what I-could Zo channel my desires into
one 04 the seX 'careers! and been a bif more ginancially sofvent, unhappy,
and genendlly uninspired.” A woman who is a Ph.D.-candidate in .
Marine Studies at the University of Washington, reflects as follows:
“[value democratic process]...made me take more nesponsibility. for what was
goding on...[since] Led me %o entern an interdisciplinary ghaduate progham and
take a unique direction(Ocean Energy - oLl and gas] WALhAn This progham...
and proceed preTty much on my own.” A 1973 graduate who developed and
manages Almond Ranches replies: "[value democratic process] It put me
Ain charge of my cwuiculum - by.-my justification of that cwwiculum. [since]
It made me more interested in getting an education that 48 of use now, and can
be applied Zn Zhe fulure.™ — - —

d) The equity experienced in conjunction with freedom of
choice and responsibility makes important contributions to people's
educations. It enhanced students' feelings of dignity and worth
and led them to treat other§ - as equals, and to seek to communicate
with them. : :

A woman who is completing a Ph.D. in Geography at UC Berkeley

in international development and environmental issues phrases it

as follows: "... I appreciated being considened an equal, in some sense by -

my professons; and in parnticular Fhe greedom and respansibility in choosing

my own couwises, designing my own - educational sitrategy, was rewarding. 1%

helped instill in me a sense of dignity and worth. [influence of democratic
process since graduation] 1In my progessional contacts, 1 s be eve in
Dreating people as equals, iwegarndless of differences Lin age, status, experience,
ete. This Leads %o cooperation and hawnony, and tends Zo avoid petty jealousdies
and othern pensonality nroadblocks to commonly sought solutions.” :

Extended to others the feeling of equal worth contributed
to sensitivity and seeing all sides of problems. For example, a
1978 graduate who is the coordinator of science programs at UC .
Extension reports: [influence democratic process since graduation]...{it xe-
minded me that there are at Least two, sometimes more, sides 2o a particular
problem ox concern; which in aZl fauwess must be Looked into and understood.
T §0unly decided Zo not allow emotions and an emoiional appeal To Take the
place 0§ a good factual position o argue a point grom." A 1979 graduate
reflects on the democratic process in CNR: "It was a huge plus. 1%
goX me more active in teaching to othens what 1 knew; discussing conthoversies
wlth many people. Sharing Ldeas wilh them deepened my awareness 04 cuwvient
envinonmental, political, philosophical, and cultural issues. [value since]
1 am capable of assuming more Leadership in ghoups than before. 1 am able fo
emulate a democraZic mode of operation that involves people more Than rigldly
hienancneal author ity forms permit.”
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e) Finally, a potpourri of graduates' reflections about the
impact of the democratic character of CNR on their educations and
lives that will add to our understanding of the bhreadth of its

influence.

A woman ('73) who is an active leader in her rural community
speaks poignantly: "The democratic process gave me the greedom to decide
what was imporntant to me to Learn...we are our own best teacherns. [influence
since] 1 believe it is the only way %o educate. Humans are capable 0§ s0lving
problems, teaching themselves and enjoying Learning. I1& has made me decide
to teach my son at home." Other brief vignettes follow: "I xebel under
dictatonship type situatisns and 0§ course am not open to assimilating know-
Ledge 4in that state of mind (as opposed to interacting with queAtLonA? ('79)."
"... 4t made thi;ﬁé more fun and believable, and human - a change grom the
bureaucracy of the University system ('75)." "...made it easien to Learn
(as a reault of being comfontable in.school) ('72)." "I didn't have the trauma
and fear most students had at Berkeley after graduating ("78)." :

2) Participation as equals in the goverance of CNR

The quality of the CNR program that emerges from the whole
of this report is living testimony to the invaluable contributions
of students as equal participants in the development and governance
of CNR. One graduate puts it quite simply, in stating: I believe
that the opportunity for students to be involved in policy making procedures
kept CNR nesponsive to the needs of the students ('77)."

- The focus here will be on the effect of participation on the
educations and lives of individuals while in CNR and after gradu-
ation. Participation in the decision making made distinct and
important contributions. Most fundamentally the solution of
environmental problems ultimately requires seeking change through
the democratic processes in our society. Serious experience with

this process is, thus, basic to the major purposes of the CNR program.

a)Participation set a context in which people became more
thoughtful about their educations, and subsequently took more
responsibility for them. Students who participated developed a
strong sense of belonging, education in CNR genuinely became their
education as a consequence.

A medical student ('76) at UC San Francisco speaks to these
interdependancies: "...being on the Cowwse Committee 1 became more thought-
gul about my education and developed a sense 0f responsibility for Lt which
I previously Lacked. 1t also gave me a chance to Learn about working in ghoups,
making compromises, and developing standards for assessing Lideas. [value of :
participation since graduation] I have practical experience in seeing how well
democratic processes work and therefore encourage them in othern activities. Also,
T know better how fo function in ghoupd 50 that Lt 45 practical To gunction
democratically.™ ‘

[
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A freelance educational consultant, environmental journalist,
and naturalist ('74) reflects as follows: "The process of being
Linvolved in the Adminisirative Commitiee was an incredible education. The
process of students and feachens working together made CNR an educational
program ratien Pan an LnsEZution. l1n$luence since graduation] I get
nvolved n Buings. Stand up for 'mights'. 1 push for communication..."

b) Participation enables persons to learn how to work in
democratic groups and to understand how decisions were made.
As a consequence they gained important knowledge about how
change occurs, and the requisite skills; which they in turn
applied in their later careers. and lives to the solution of
environmental and other problems.

A 1978 graduate responds; "I gained a bettern insight inte the
process by which decisions are made, and Learned that my Linput was Lmportant.
[since graduation] I have become more involved in env.ironmental protection
groups." A 1981 graduate who was co-chair of the Administrative
Committee states emphatically; "[that] without this process one cannot
expect Lo Leaw the workings by which change happens. Any cowrse of study
dealing with environmental problLem solving needs 2o teach a procesd of what
working with peopfe and how Lo get change to occur & about.” A 197
graduate: "Helped me realize That if 1 wanted something out of my Zime
1 have to input into the process. [influence since]  Now I always watch
meeting dynamics and Look for win/win solutions to problLems." - '

c) Students developed an understanding of the importance of
being involved in decision making, and that change is possible if
one becomes involved. Many continued to be involved in their
communities after graduation. N

A 1974 graduate who is a teacher of Solar Workshops at U.C.
Davis Extension comments: "I feel T was treated equally with all the
othen students and therefore 1 gelt a part of the majorn and that 1 could
have an effect for change by getting involved in some issues (L.e. Internshi
Committee). [influence since graduation] It has given me a sense Zhat T
can have an eéﬁec,t'on the workd at Lange, that I can create solufions and -
follow thioug e processes until change occurns. 1 just wish the world was
moie democratic." Another graduate (1980) who is currently in Law
SchooT reflects: "Prior to my experiences...l thought participatory
democracy and consensual decision making were ideals one mignt want to strnive
gorn, but impossible to attain. 1 see the value of these ideals in a much
clearern Light. 1 know these ideals can be neality. We made them work."

3) The general democratic atmosphere in CNR.

The synergistic combination of many aspects of CNR create a
democratic quality that, as many students and graduates have
already testified, leads to a greater knowledge of, and commitment
to democratic structures and processes. This commitment has been
generally carried forward into the careers and lives of CNR's
graduates.
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For example, a 1975 graduate who has become a Rabbi, whose
Area of Interest in CNR was 'Judaism and Nature - Ecological
Perspectives of Jewish Tradition', speaks of the democratic
process; "It was helpful and should continue %o be encouraged. [impact
since graduation] I Zeach and Lead my congregation in a democratic fashion."

The director of a division of an Oregon Community College, a
1974 woman graduate, states her position forcefully; "I expect
all systems to operate this way [democratically], and find myself frustrated
by the power hungry...1've been harassed in my work because 1 vodce democratic
concerns " _

A member of Berkeley's Energy Commission, and a 1978 graduate,
reflects; "In netrospect, the most interesting and usegul aspect of my
education was Learning about collective decision making."

Graduates' commitment to democracy is caught in several
nuances in the following brief statements: '

"1 have sought working conditions where equal consideration is given
all employees ('76)."

"...am sELL trying democracy [in a University teach1ng situation]..
I have a better understanding of what sonts o queéixonb '8 apt to work on
and when Lt does work there 48 nothing betten ('76)."

"It's an ideal that is strong in me and 1 strnuggle to advance £t ('77)."

A soil scientist for U.S.D.A.: "I£ has shown me the advantage of g
this approach [democratic], encouraging me to work Zo extend the democratic . ‘
process and control o as many areas of society as possible ('77)."

"...1 have been spoilLed [by democratic process in CNR] and am Less Likely
2o put up with orndens orn plans which 1 §eel have no reasonable substantiation.
1 ty %o incorponate a democratic process in my everyday Lige ('79)."

Finally, a small number of CNR's graduates have entered the
business world, certainly one of the least democratic sectors of
our society. It is very instructive to note how CNR's democratic
process has impacted them in the business world. The 1nf1uences
have varied from allowing CNR graduates an advantage in an
economic growth area to democratic approaches to management.

For example, the freedom of choice in CNR allowed the owner
of a growing Passive Solar Water Heating Business to "become a
Zeaden in a new gield ('77)."

A 1978 graduate who is the manager of a large mountaineering
store in Phoenix reports: "[value of democratic process after graduation] .~
...1 believe that such open discussion is important in all tight knit groups,
and 1T 2w to maintain this atmosphere with the employees who work with me now. L
The process [democratic] is neally the key to maintaining a flexible sysitem
that will continue to function effectively as externion factorns change... -
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Distrnibuting responsibilities gives everyone a better undenstanding of problLems
and how to s0lve them."

A 1975 graduate who is part of the management of a sizeable
Herbal (teas, spices, herbs, etc.) distributing business in
Colorado comments: "[value of democratic process]...{it meant a Lot %o
me. [impact since graduation]...at my work place 1 don't tell people what
Zo do - T Zet them know what I need and what they need Zo accomplish and Let
them take nresponsibility for getting Lt done the way they best see f§it. By
the way, out morale is super high.,"

L) The:Impact of the Democratic Character of CNR on Persons
after they Graduate.

The narrative data in this section has been grouped principally
in terms of the nature of influences experienced by persons while
they were students in CNR. Therefore, it will be useful to summarize
here the impact of the democratic quality of CNR on graduates' later
lives. The quantitative data indicates the magnitude of this
influence - over two-thirds of the graduates in the Follow-Up Study
report a positive impact on their later lives; while the narrative
data explicates the nature of this impact after graduation.

The effects initiated or strengthened while in CNR continue
distinctively after graduation. Graduates, in part or whole as .
a result of their education in CNR have developed strong commitments
to furthering democratic ideals in their lives.

Specifically, graduates tend to:

1) take control of, and assume responsibility for, their
advanced educations, careers and lives;

2) seek, .or work to create, democratic situations; and remain
"engaged" in them, often assuming leadership positions;

3) translate their humanitarian ideals and senses of social
responsibility into effective action in the world;

4) work for positive change through democratic means;

5) maintain a sense of dignity and worth which they extend
to others.

In conclusion. The data thus demonstrates that the democratic
atmosphere and experience in CNR directly leads to a large majority
of CNR's graduates to pursue and realize democratic principles and
practices in their later lives. Similar impacts of this magnitude
stem from few, if any, other undergraduate programs. CNR DISTINCT-
IVELY ACHIEVES A MAJOR STATED PURPOSE OF THE UNIVERSITY OF CALIFORNIA
IN THAT IT FURTHERS THE IDEALS OF OUR DEMOCRATIC SOCIETY MORE

 EFFECTIVELY, DERHAPS, THAN ANY OTHER PROGRAM ON CAMPUS.
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Section 4. Understanding and Relating to Persons in Positions of

Authority - Nature, Value and Impact.

History and contemporary events have compellingly demonstrated
many times over that to be intimidated by persons in positions of
authority, to accept their statements and analyses without question-
ing and understanding them, or to be blindly obedient to authority
seriously undermines and not infrequently destroys 'democracy' in
practice, in any setting. In short, these all too prevalent attitudes
in our society are antithetical to the effective functioning of
democratic processes. Therefore, in its pursuit of democratic
ideals CNR strives to assist its students to develop healthy, and
whenever possible egalitarian, relationships with persons in
positions of authority.

The University has given little attention to the nature of
students' perceptions and relationships with persons in positions
of authority on campus (e.g. professors, administrators, etc.); -
and what impact of these might be on students' educations,
careers, and lives. The critical potential in exploring this
realm became apparent in our series of evening dialogues that
we held during the initial phases of this study with small groups
of CNR alumni. As a consequence we chose to tap into this
phenomenon in both the Follow-Up Survey and the 1980-1981 CNR
Student Survey. It turned out to be a wise choice as the data
that follows will demonstrate.

All of the comparative data and analyses we have presented in
this report points out that only CNR and a very few other under-
graduate programs on campus have striven, as a matter of principle
and policy, to create an atmosphere where students and faculty
work together cooperatively, recognizing each others' inherent
dignity and equality of worth. This tends to yield, as we have
documented in this study, to relationships characterized D Qz_mutual
trust, respect, and care. We are not negating the fact that many
faculty, as 1nd1viduals, all across campus establish this type
of relationship with their students, but rather that it is rarely
a systemic characteristic of undergraduate programs. Several
sources of data reported in this study show directly and indirectly
that most students on campus are intimidated by, and afraid of,
most of their professors and, hence, have difficulty approaching
and relating to them. Furthermore, the attitudes of a substantial
portion of the faculty, especially towards undergraduates, do
little to alleviate this state of affairs, and often a great deal
to exacerbate it. This is a statement of well documented fact.
The discussions and voting in the Academic Senate over the past
year (1980-1981) on the issues of student participation in
Academic Senate Committees which can profoundly affect education
on the Berkeley Campus, and the selection of student members of
these committees, are important indicators of these faculty
attitudes towards students. Relevant data can be found in this
study in Part II, Section 3A - Regular Courses and Teaching, and
in Part III Advising.
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In a program in a professional school, like CNR, designed
to enable students to understand and solve env1ronmental problems,
relationships with persons in positions of authority becomes an
even more important and legitimate educational concern. Profes--
sionals seeking to solve environmental problems cannot do so without
interacting with people in positions of authority in many diverse
situations.. The necessity to be able to accomplish this with
knowledge, understanding, and without fear, is essential if a person
is to be effective in carrying out his or her professional respon-

sibilities.

These considerations have led us to consider the question:
How has CNR's -educational program affected people's understanding

of, and attitudes toward, persons in positions of authority?

A, The quantitative data

For the malorltz of CNR's graduates, their educational

”éxgerlence in CNR s1gn1flcantlz altered their understanding of,

attitudes toward, and ability to work with, persons in g051t10ns
of authority. Slxty percent of the graduates responding to the
FolTow-Up Study stated that CNR contributed substantially and
constructively to their understanding of, attitudes toward, and
ability to work effectively with persons in positions of authority
(47 percent were deeply affected, and 13 percent moderately
affected). Of the 34 percent who said their experience in CNR
did not particularly affect their attitudes, understanding and
ability to work with persons in positions of authority, the
overwhelming majority stated that they felt comfortable with,

‘"and were able to work productively with people in positions of

authority when they entered CNR (i.e. stated they were neither
afraid of, nor intimidated by such persons). Six percent were not
sure what impact, if any, their time in CNR had in this area. Thus,
the remarkable finding is that at. least 94 percent of CNR's

graduates in the Follow-_R Study had healthy attitudes and
effective working relationships with persons in positions of
authorit or had made substantial progress in n that direction
when they graduated from CNR. Though direct comparative data

are not available, all of the data in this study and that are
available in the llterature that bears on this important question
strongly suggests that CNR students and graduates stand in marked
contrast To the obsequiousness, or blind rebellion that is so
prevalent among undergraduates, and which remains relatively

unchanged at graduation.

B. The narrative data

‘The nature of CNR's effects on students' knowledge of,
attitudes toward, and relationships with, persons in positions
of authority are clearly explicated in the narrative data.
These impacts generally flowed from the democratic structure
and processes in the major, especially the kind of social-
relationships between students, faculty, and staff that the
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democratic climate supports and encourages. We will categorize
and list these impacts and then develop each of the interdependent
categories in turn.

, 1. People reported that they were no longer intimidated by, L
or uncomfortable with, persons in positions of authority as
a result of their experiences in CNR.

2. People were much more able to assess persons in positions
of authority on the basis of their actual competence and
real merits.

3. Many people were able to view persons in positions of
authority as equals (i.e. no more, no less, worthy than
themselves), regardless of these persons' attitudes toward
them.

4. People tended to lose their acritical acceptance of
persons in positions of authority and were able to question
them when it was appropriate.

5. People have been able to resolve their irrational
rebellious attitudes toward all authority, and develop
genuine respect where warranted for persons in positions
of authority. . _ .

6. People found role models they could respect among
persons in positions of authority across campus, and
particularly in the CNR community. .

7. CNR contributed to people's understanding of pefsons in
positions of arbitrary authority, and an ability to work with
or through them when appropriate.

1. Students and graduates reported over and over again that
they were no longer intimidated by, or uncomfortable with, persons
in positions of authority as a result of their experiences in CNR.

A current student states: "I {eel much more comfortable with persons
in positions of authonity now than 1 have §elt before (as a result of my CNR
experience). 1 have been able %o apply this to other areas of my Life - and
as a nesult 1 feel much Less intimidated in most situations, and am therefore
more able to en make my poLnZ, question what 15 going on - and in general -
work mone effectively.” Another current student responds: "1'm more
famlian and af ease with faculty and staff. 1'm Less intimidated by authornity

and more assentive in seeking out resounce people for my Area of Interest...” .
A 1974 graduate reflects: "I£ [CNR] helped me deal with authornily more
easily...since professons were accessible, helpful, and non-intimidating, -

which 1 had hoped all progs would be Like s0 they could trhuly teach and
guide me as an indlvidual." S C
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This type of impaict was not the case for just weak students,
as some have maintained, but for persons across the board. For
example, a 1975 graduate who has gone on to become a University
Dean and was nominated for Woman of the Year, as we have already -
noted, states: "[Did CNR affect your attitudes toward authorities?] Most .
definitely! 1 did an interwship at Yosemite National Park and interfaced
with key administrators. 1t helped me eliminate my fear for authority gigures

’

and allowed me o feel comforntable in working as an associate."

It is important to note that the flip-side of intimidation

is not simply its absence. Overcoming, or freedom from, intimidation

leads persons to have more confidence in themselves and in their
knowledge. A woman who graduated in 1979 and is now an environ-
mental analyst with a consulting firm expresses this very well:
", ..because many of the faculty in CNR were not agraid to relate to thein
students as people, thein students Likewise were not agraid %o approach

them. This fostens a sense of confidence among students .in dealing with
people in positions of authonlity...something that is very Lmportant in the
work world.” A current student states, with respect to the effect
of her participation in CNR on her attitudes toward authority: :
"I have come to feel Like what 1 know and have to say is Aimportant." From

a woman ('77) who is completing a unique Ph.D. in traditional
agricultural methods at U.C. Davis: "[Did CNR affect your attitude,
and ability to work with people in positions of authority?] Totally! 1I'm
not intimidated by them at all (which has caused a few problemsT]. 1 Learned
to demand some nespect too! My dideas and feelings are just as valid even
EL’Ou—h% T don'f have Zhe exira deghees Tyet!] agfer my name. ~Also those

at the Top' aren't as intimidating as those "nising up The Ladder' 50 1
Learned %o just talk to whoever's in charge." A successful environmental
journalist who graduated in 1979 replies: "Yes...I trembled in my
shoes a Lot Less...it made authority gigures more neal, more reachable. 1
gelt more confident in my own knowledge.

2. As a result of their exgeriences in CNR, people were much
more able to assess persons in positions of authority on the
basis of their actual competence and real merits.

A 1974 graduate captures this when he states: "Yes, I realized
that authority figures are only experts in one or a few 4ields, but that
they don't know everyithing and in fact overlook the holistic picture in many
cases...I also Learned how to allow authorities o be involved Lmimy profects
without ZeTEing them Zotally control The outcome.” From a teacher who
graduated in 1976: "Ves, I feel somewhat resentful of people who use
thein status to intimidate on 'power-trnip' othens - 1 see people as being
more divided by theirn amount of information and expentise, instead of
authornly.™ A young man ('73) who 1is.a resource forester for.the
U.S. Forest Service comments: "Yes, it [CNR] faught me fo respect, but
not zo be in awe of people in positions of authority. Relationships between
faculty and sZudents in CNR encouraged quesZioning. 1 think it helps develop
self-neliance and 8elf-congidence and a healthy attitude toward authornity."
A 1974 graduate reflects; "Profects and my internship forced me into
such situations whene 1 Learned to respond, cope, share, and work with
authorities. Most important to Learn: these people [persons in positions
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of authority] are people also." A 1976 graduate who holds a professional
position as an educator in a large labor union: "Definitely - for the
'wonse' in tewms of working in a bureaucracy because .in CNR there was an
atmosphere of genuine respect forn people's integnity and knowledge, rathern

than blind nespect forn authonity figunes." Added perspective comes from -
a 1979 graduate who reports: "Yes, the egalitarnian social atmosphenre helped
me respect the faculty for what they knew and did much more than 1 could have,
had it been necessary to §inst bow down Lo theln status. In this way the

best 0f contacts and friendships could be made, providing a critically supportive
network. 1 came £o srespect authority based on menit and ability to Lead as more
Ampontant Than auliionlly based on degnees, status, and Casi resourced." Another
1979 graduate who is a free-lance artist reflects; "I believe .it [CNR]
gave me an ability to nrespect true authority - meaning that which is inherent
with wisdom, and also made me more able %o ask conrect quesifions 1o 4errnel out
people™ neal aneas of knowfedge, unencumbered by Zhein position on noles."
Finally, a Ph.D. candidate at U.C. Berkeléy ('73) put it quite
simply: "Yes, [CNR] certainly made me far more questioning of authority and
nespectful of competence."

3. The CNR experience enabled a good many people to view
persons in positions of authority as equals (i.e. no greater, or
no less worthy than themselves) regardless of these persons'
attitudes toward them.

_ This point is eloquently phrased by a woman who graduated in

1973: "Yes, because students in CNR wene Zreated Like people on the same 'Level'

as advisons and faculty. 1 Left with the attitude that we're all on this earnth,

and in this Life together, equal and 1 can speak to people An positions o4
"authornity' grom that base.”™ A physician who graduated in 1975 speaks:

"Yes, it [CNR] allowed me %o realize all authority figures are human also, and

fust because they have more money orn powen than 1, does not make them any monre

competent, intelligent, on worthy a person than 1." A 1977 graduate who :
is an office manager remarks: "The professons in the program were not :
on the pedestal Like s0 many U.C. professons are. 1 Learned that though these

were persons in positions of authonity, they did nof Trneaf me with dishespect -

Tws, 1 Learned To work with Zhese people on an equal foofing (1 ZosT the

geelings of inferionity and geanr).” '

The importance and value of being able to achieve this uni-
lateral stance in a society that has proclaimed to the world, 'We
hold these truths to be self-evident, that all men [and women]
are created equal..." can not be underestimated.

4. People in CNR tended to lose their acritical acceptance
of persons in positions of authority and were, thus, able to
question them when it was appropriate.

- A teacher in an alternative school ('77) provides some
perceptive insight: "It [CNR] taught me to respect them if they went -
through the process of Looking at all internests, sides, and possibilities t
nelated to a particular problem...l gound many people in the corporate wornld -
[she held a responsible position in a large corporation for two years] wearing
blindens - non-creative and refusing to accept another's argument/motivation
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and {nterest: very uncompromiding. My belief {8 that public schools are
nesponsible (beginning at an early age) for this Zype of close-mindedness

in adulthood. 1In the changing world we witness today, more creativity and
compromise are needed. Situdents need to be exposed to such things (as CNR
does)..." A 1977 woman graduate who is in medical school reflects:
", ..expernience with faculty members, departmental committees, efc., made me
much more congident than 1 had been...Also, it made me moxre Likely to go agter
things 1 thought should be changed, on discussed, or whatever. 1L helped give
me courage Lo act on my‘c_onv,c&%om.ruAnother woman medical student ('76)
states:; "T Learwned %o present my ideas cleanly, o wrnite clearly, and %o be
prepared to defend my idéas. This has been tnvaluable o me in dealing with
people in posiltions of authonily.” A current student pinpoints the
effect on her attitudes: "Participation [in the decision making processes

_in the department] has helped demystify (show the inherent human side of)

people in positions of authonily. nas strnengthened my resolve to gormulate
%Leduna,a’on and environment rathex than merely be gormulafed by that which

eady exsis."” A 1972 graduate states "This Lattitude towards authority]
48 a constantly developing attitude 1 find of terrific value as a nunsing student...
1 believe my CNR education and exposure to attlfudes of people working in the
department, contnibuted to my desine to stand up for the posilions 1 hold in
teuns of healZh caré and my abllity to do 40 hout alienaling thode people
alrneady in authonity.™ — - ‘

The following young woman ('74) who is head of a division
in a community college, and currently on leave studying for an
advanced degree in Great Britain with a full fellowship is very
straightforward: . "Deginitely! [effect of CNR on attitudes towards
authorities] I am a straightforward speaker and have found much to my dismay
that people in authority cannot deal with an arnticulate, attractive female
whose intelligence far surpasses thein own...Il've been tofd 1 have no right
to be as good as 1 am; for as young as I am." A young man ('76) who is
a California State Park Ranger responds: "...Most important, it
built up my congidence to Ztake nisks, speak out on injustices seen or
experienced, and to challenge decision makens to fustify their actions and
include grass-roots representation when appropriate.” A recreation
coordinator with the Special Services Branch of the Armed Forces
who is working overseas ('77): "Yes, I'm not afraid to speak my mind -
1've ghown more verbal, gained a Lot of courage - people in authority 1'm
dealing with aren't often using thein minds - mostly mouths and a LoZ of

- money." - A biological illustrator ('78) remarks: TThe. education made
me ELEL

nk twice about the validity of s0 called 'experts' in any gield and
helped me to question many things or ideas taken for granted.”

5, People in CNR have been able to resolve their irrational
rebellious attitudes toward all persons in positions of authority,
and to channel their. energy in constructive directions. Students
often find role models they can respect among the faculty in CNR.

A number of statements from current students present the raw
eddges of this process of transformation: "Having always been degiant
and nebellious about authority because ¢§ the attitudes, egos, and patterns o
persons who supposedly have authornity - I'm relieved and pleased to §ind role
models in authority positions in CNR." "...'approachableness' of persons in
authority 48 commendable - 1'm Less defensive than T used to be; Less apt o
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blow up at authornity 6L£2neé and far more comfortable talking to Zeachers,
advisons, ete....”! "I have a feeling that those in charge are not just
reading out information tying to weed out students. In CNR everyone can be

0§ help - everyone must help." "1 question authority every chance 1 get -
thanks CNR! T feel betten prepared to deal with power and authornity because
04§ the awareness CNR has given me." A 1979 graduate responds: "...the
personal . dedication and ability to relate to students is and was inspining and
rawarnding to me...helped create a supportive community."

6. Finally, CNR contributed to people's understanding of persons
in positions of arbitrary authority, and to the ability to “work with
through these persons when necessary.

15

When we remember that students in general on campus are
painfully ignorant of the decision making processes in their program
and on campus, the following narrative comments assume greater
significance. Some current students respond: "Thiough participation
T have become Less and Less intimidated by the machine of policy, while becoming
more and more aware and concerwed for the well-being of the entire wonrld
ecosystem.” "1 feel T am betten able Zo approach problems, and also people
who can help deal with the problems, and maybe those who are helping the
problems exist." Graduates offer more sophisticated analyses:
A 1977 graduate who is the personnel and training officer for
a large public agency in the Bay Area replies: "[effect of CNR on
attitudes toward and ability to work with authorities]...CNR helped in
providing experience and insights that have contributed by...anticipating
thein [authorities'] moves, knowing as much or more about their authority;
and being able to contribute '5&@5% data to them - by reseanching i{ssueb
Like CNR enabled, students become better prepared because they have 'contentions'." -
A 1978 graduate who owns and operates a moderate sized tree service {
reports: "Yes, my CNR education {increased my knowledge of social, political,
and business wornkds, thus, allowing me %o see the basis of an authority figure's
power. 1 now have a better understanding of where 1 stand in relation %o ;
people in positions of power and can adjust my actions based on that undenr- ‘
standing."

In conclusion. The profound impacts of the relatively
egalitarian atmosphere in CNR on people's s knowledge, understanding,
and relationships with authorlty figures; and, hence, their
enhanced ability to act as effective citizens in a democratlc
society is unequivocal. The conditions that led to these important
effects are contrary to the dominant practices within the University.

The narrative data documents, in conjunction with the quantitative
data, that students' relationships with authorities (faculty) in
CNR was empowering. They helped lead students from acritical
acceptance, or acritical rebellion, to healthy attitudes towards
authority. The democracy in CNR, thus did not lead to disrespect =
for authority, but rather to authentlc respect where warranted,
and generally to balanced and mature attitudes. Students became =
more confident of their own worth, and their own knowledge; and
as a consequence more able to act on their convictions. Therefore,
students were able to raise critical questions and explore them
in discussion with faculty and others.
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Threaded through the narrative data is the telling conclusion,
precipitated by the factors noted above, that as a result of the
egalitarian attitudes that pervade: CNR - students learn more,
understand in a much more complex and comprehensive fashion, and
are able to app y and extend their knowledge effectively.

From a strictly academic perspective we know that most major
steps forward in the search for truth and the expansion of
knowledge are made, of necessity, through challenging and question-
ing accepted wisdom. The larger the step, the greater the
resistance - down through time we are reminded of the experiences
of Galileo, Darwin, Einstein, and many others. - Humankind is
unlikely to ever get beyond the point where new and profound
truths will not emerge from questioning what is, at the time,
accepted as axiomatic. Many environmental problems are the
result of, and resist solution, because current conventional
wisdom is rather dogmatically followed. CNR, in a manner that
is.rare on this or any other campus, creates an educational
environment .where students are encouraged and enabled to guestion;
not only within narrowly defined limits, but to questlon the
boundaries themselves. Nothing less is appropriate, if CNR is
to advance our ability to understand and solve the immense
environmental problems the world is confronted with today.

Most CNR graduates appear to understand the basic truths
about the political, economic, and social roots of most environ-
mental problems; and that these problems resist solution, in
large part, because they are the consequences of one or more
groups' special interest. Essential solutions must evolve from
bringing new perspectives, knowledge, and understanding to currently
entrenched interests. This involves continued struggle to encourage
and enable all to reconceptualize them in terms of broader public
interests. ~This entails working with, through, and often against
persons in positions of authority. Authentlc knowledge and
understanding of the reality of 'authority', 'power', and other
related aspects of our society is essential in this process (and
certainly academically legitimate), along with a healthy, realistic,
and non-intimidated attitude toward those in positions of authority.
CNR, as a program in a profe551ona1 school, has done an appropriate
Eﬁa credible job 1n n this area in keeping w1th its accepted and
stated purposes - preparing persons in a democratic society to
work to understand and solve environmental problems in the publlc
interest. CNR's students and graduates repeatedly stated that
they were more committed, better prepared to work for change in
the public interest, more willing to challenge arbitrary authority
when appropriate, and more skilled at mastering bureaucracies to
accomplish these ends, as a result of their education in CNR.

In short CNR students and graduates are more committed and
effective democratlc actors in their communities - whether school,
work, or home - as a result of the knowledge, understanding, and
attltudes “toward authority figures developed in CNR.
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Section 5. The CNR Resource Center

The Resource Center is the vital hub of the CNR community.
Cooperative and democratic education has a tangible manifestation
in the dynamic flow of activity that continuously occurs in the
center, It is the crossroads for the impressive number of individual
and collective educational projects spawned in CNR. The special
quality of this energizing embodiment of the CNR philosophy can not
be adequately captured in a description of its physical and human
resources and the specific functions it fulfills. A sense of its s
importance and contributions to people's educations will emerge
from the quantitative and descriptive data.

The Resource Center brings students together with each other,
resources, projects, the community, and jobs. The flavor is,
in part, captured by the follow1ng comments from students and
graduates: "... the Resource Center {8 a very powerful and supportive place
for students." "The best thing 1 Like about the Resource Cenfer i85 Zhe fact
that it 48 a place for people interaction. 1t Lives up th Lits name - Lt is
Aindeed a Resouwrce Centen!” A 1981 graduate who has a responsible pro-
fessional position in environmental law within the legal community,
and who worked as a work-study student in the Resource Center reflects
on her experience there: "I am grateful for the opportunity 1 had to work
in the Resowrce Centen - the contact with students, faclty, and the materials
available have all added immensely to my education." This and additional
narrative data affirms that the Resource Center is a very special
place for students. A

The Resource Center, which was not fully established until
1976-1977, is physically small, about the size of a faculty office - :
in fact it is a converted office. The following resources are b
contained within it:

1. Library Resources. A select library of books, pamphlets,
and magazines focused on environmental issues. Also assistance
in locating printed resources on the rest of campus, and through-
out the Bay Area.

2. Field Placement Files. A continuously updated file of
several hundregd-organizations, both public and private, and the
nature of various opportunities within them (i.e. for short-term
field work (197's) and internships (180's). In conjunction with
this index, and cross-referenced, is over 300 extensive "Internship
Reports', which provides critical insight and analyses of most
of the internships CNR students have undertaken over the years.

3. Community and Volunteér Opportunities. Current information .
and advice on many new and on-going projects and diverse oppor-
tunities in surrounding communities, of interest to CNR students.

4, Career and Job Information and Assistance. Contains files
with information about careers and jobs of interest to CNR students L
and graduates, including a listing of current positions held by
several hundred CNR graduates. The Resource Center receives and o
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posts job announcements, many that come by word of mouth, from
many diverse sources. The alumni network has been an espec1ally

good contributor to this resource.

5. Alumni Network. The CNR alumni are particularly active in
maintaining a continuing affiliation with CNR. The Resource Center
has current addresses and information for more than 700 of CNR's
1,000 graduates. Graduates and students alike draw on this resource
to make contacts, locate hard to find resources and data, and for
other useful information. This has been an excellent source for
internships, part-time jobs, and full-time jobs for graduates.

6. Assistance in seeking funding sources and in the preparation
of various kinds of intra- and extra- mural grant applications.
An active file of p potential funding sources and their requlrements
is available. As we have already noted, CNR students receive more
grants for their educational projects than any other undergraduate

program on campus.

7. Assistance in creating educational projects within CNR
and in the community. The Resource Center provides technical
help, support, and contacts for students seeking to develop every

conceivable sort of project.

8. Technical assistance and headquarters for the CNR Student
Organization. The resources and materials relevant to the Student

Organization are concentrated in the Resource Center, along with

an individual mailbox for each CNR student. It further serves as
an office space for the many activities of the Student Organization.

9. Student Papers. There is an extensive collection of select
student papers from several CNR courses that serve as additional

reference materials.

Staff. The Resource Center has two part-time staff persons.

1. A Coordinator of the Resource Center. This person cur-
rently works four days a week and is pr1nc1pally responsible for
the overall coordination of the center. Specifically, this person
is responsible for the collection of materials, circulation, being
a reference/resource person, and many other important functions
that do not fit neatly into a job description.

2. A Student Opportunities Coordinator. This person works
half-time and is responsible for, among other things: developing
and assisting students in finding opportunities for involvement in
the community; assisting students in locating, and applying for,
intra- and extra-mural grants for educational and research projects;
building and maintaining job and career resources; the alumni
network; assisting in the organization and development of the CNR
community and its programs (e.g. fall retreats, career forums,
annu?l dinners, technical assistance to the Student Organization,
etec.).
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It is obvious that both of these positions are, optimally,
highly creative ones requiring many talents. CNR nas been very
fortunate in being able to attract truly outstanding persons to
fill these crucial slots over the years. Without them the
Resource Center would not be the exceptional place that it is.

Students' Assessments of the Resource Center

The following questions were asked in the 1980-1981 Student
Survey:

CNR Resource Center: The Resource Center aspires to provide
many printed and human resources (e.g. books, pamphlets, community
placement options, job referrals, reference assistance...and other
diverse kinds of help) through the Resource Center Coordinator,
and the Student Opportunities Coordinator.

1) Do you feel the Resource Center is important?

Mean = 4.65/4.66* (five point scale)

5)yes, very much so-73%; 4)21%; 3)4%; 2)2%; 1)No, not at all-0%
*5)yes, very much so-76%; 4)17%; 3)5%; 2)2%; 1)No, not at all-0%

*Students who have been . in the CNR major four or more quarters

2) Have you, or do you plan, to make use of the Resource Center?

Mean = 4.12/4.24%

5)yes, extensive use-37%; 4)45%; 3)13%; 2)4%; 1)No use at all-1%
*5)yes, extensive use-65%; 4)29%; 3)4%; 2)2%; 1)No use at all-0%

*Students who have been in the CNR major four or more quarters

3) What aspects of the Resource Center have been useful to you?
Double-check those that have been most useful to you.
(97 students responded to this question: 54 had been in CNR
1l - 3 quarters; and 43 four or more quarters)

-Books/Pamphlets.......cccieioenncons 64 (51/13)*
-Field Placement files.......cvc.c.n 28 (24/4)*
-Community and volunteer
opportunities........cciiiciieennnn 32 (22/10)*
-Job/Career information............. 35 (30/5)*
-Student papers.......iciiiiictaonas 38 (33/5)%*
-Student information..........c..o... 55 (40/15)%*
(mailboxes, student organization, etc.)
-Other reference material ........... 57 (42/15)*

*First figure in parentheses is the number of times s1ng1e :checked,
the second number is the number of times double checked.
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Discussion. It is unmistakable that students place a high value
on their Resource Center, and make extensive use of its many
physical and human resources. Not surprisingly, the longer
students are in the major, the more useful it is to them. No
student who had been in the program for over a year had not used,
or did not plan to use, the Resource Center, with only 2 percent
making, or planning, relatively little use of the center. Ninety-
four percent of the students rated the Resource Center as very
valuable, with 73 percent rating it as high as possible. In brief,
the Resource Center has proven to be an effective ''resource" for
the overwhelming majority of CNR students.

Analysis. The quality of the Resource Center ultimately resides
in what staff, students, and faculty have created, and continue
to create, in its confined space. It has a life of its own
anchored in people's attitudes about it, what they expect from
it, and what they continually recreate within it. The quality

is not a function of a static repository of materials but of the
milieu generated and maintained by all. However, the staff play
a vital role in building and maintaining its motivating and
supportive atmosphere. Large numbers of students in the 1980-
1981 Survey spontaneously praised the special merits of the staff
persons in the center. For example: "[the Resource Center]...is always
there when needed, always a friendly face to greet you, always someone ready
to help." "Nothing about the Resource Centen has given me a problem, the
helpgul and ___, all work for a great place for the CNR student.”

The Resource Center is the communications center for students
within CNR, and between CNR and the larger University and Bay Area
communities. It is the place where many educational and community
projects are germinated and move toward fruition. Students state:
"Support, a comfortable center for people...the cohesiveness of the CNR major
depends on the communication opportunities provided by the centen." "The most
effective and enjoyable wonk done in the Resounce Center is done through

group efport...." '

Reaching outward, the Resource Center has become an effective
link with the larger community, especially CNR alumni. Students
who undertake field work, internships, and other community projects
make extensive use of field placement files and internship reports,
as well as the human resources that congregate in the center.
Students and alumni often find part-time and full-time jobs and
careers through the resources and connections facilitated by the
center. Alumni, through this connection, have made jobs available
for each other, for new graduates, and for students. No good data
is available about the full extent of this highly important
function because most of the connections flow through persons,
rather than official printed announcements. However, it is
extensive and serves substantial numbers of students and alumni
every year, and continues to grow as more and more persons take
advantage of its potentials. One student phrases the outreach
aspect as follows: "...the Resource Center fulfills a major role 4in
providing a network connecting us with tne community. This 4is a good way
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dorn us to provide noutes to taking a Lead in the 'environmental movement'.
More nesounces - staffd, funding, and space should help us §LLL this nrole
more adequately."

The Resource Center has been a dynamic source for individuals
and groups in facilitating the development and realization of a
rich array of educational projects, most of which made substantial
contributions to communities locally and around the world (e.g.
while this report is being written there are students currently
engaged in projects in China, Israel, Zambia, and Columbia).
The Resource Center has been especially helpful in assisting
students to gain financial support for their projects. Students,
typically in many modest sized grants, on the average aggregate
about 50,000 dollars a year in support from various sources as
has been noted in detail elsewhere in this report (see Part II,
Section 5 - Grants and Awards). This amount alone significantly
exceeds the yearly operating costs of the Resource Center

Recommendations from students. In keeping with the value they
place on the services provided by the Resource Center a large
portion of the respondents to the 1980-1981 Survey spontaneously
recommended that the Center should have more space, be opened
more hours (particularly some weekend and evening hours), and <
that the staff positions in the Center be permanently funded.

In conclusion. We have, briefly but emphatically, documented
the essential and unique contributions the Resource Center makes
to the cooperative and democratic learning community in CNR. —
These in turn have impacted the educations, careers, and lives ;
of CNR's students and graduates in important ways. The impact L
of the Center demonstrably extends far beyond what one would
expect from the statements of its function, and the job descriptions
of its staff. ‘

Section 6., The CNR Student Organization

The CNR Student Organization has been judged by the Academic
Affairs Office of the ASUC and others as the most effective and
successful undergraduate program organization on campus and held
up as a model for others to emulate. In tangible and intangible
ways it gives a coherence and focus for the student body which
would otherwise not be present. The sense of belonging and
collectivity that it engenders is a crucial aspect of the CNR
community and education in CNR. Typically students in programs
are fragmented and act individually or in ad hoc groups without
a strong sense of responsibility to, or belonging to, the whole.
An organization must do more than merely exist to fulfill the
purpose the CNR Student Organization does. It has to emerge and
develop in such a way that students can identify with it and see L
their interests reflected in its operation before it -can become
a genuine collective expression of a group. The CNR Student ~
Organization has achieved this and that is the central source
of its power and effectlveness




A_H

- — —

-153-

We offer this brief description and analysis of the CNR
Student Organization because it was created and is maintained
by students with faculty and staff support. An essential part
of judging the impact of educational experiences on people's lives
is to examine what they create as students, whether academic papers,
or organlzatlons against the criteria derlved from a program's and
the University's stated aims and purposes.

The Origins of the CNR Student Organization. The origins are
not only interesting and instructive in their own right, but are
equally important for understanding the nature of CNR's success,
for the origins of the student organization are archetypal. Many
features of CNR have evolved in the same way - from the community
of faculty, students and staff in response to an experienced need,
rather than being introduced from above through a heirarchical
chain.

The seeds of success of the CNR Student Organization can be
found i in the way it was activated, and by analogy the success of

the CNR program as a whole. The Sprlng 1977 IDS-120 class became
concerned with the 1ssue of "social responsibility" in their lives,
and as a consequence decided to undertake a community project.
After considerable systematic discussion, the need for a strong
student organization - to improve the CNR program which itself is
an environmental education program - emerged as the most important

‘contribution the group could make consistent with its resources

and the course's purposes. An obvious, but rarely activated
concept underlying this is that 'environmental education' was not
presented- as something outside of the students' own educational
experience, but something that was integral to it. 1In CNR,
students have been encouraged and enabled to see the process

and structure of their education as both an area of concern,

and an area in which they can participate as equals to continuously
reformulate and refine the program as a whole and for themselves
individually Hence "educatlon" is a part of education, not

Much time was spent in analyzing the relative failure of
student organizations in CNR in the past, and in other undergraduate
programs. Time was similarly spent in explicating the nature of the
need for such an organization and the type of functions it could
fulfill. 1In this process a large number of the members in the CNR
community were consulted at length. The analysis and understanding
that flowed from this was used as a basis for an extensive discussion
of a structure for the organization. How could it best be structured
to reflect the democratic principles of the major? What would assure
its maintenance in the short run, and over time? How could the
likelihood of extensive student involvement be maximized? From
this discussion a structure was evolved which is presented below.
The group then developed the necessary plan for action to fully
implement the CNR Student Organization by the Fall of 1977.
That is, they delineated the tasks that had to be accomplished
and persons committed themselves to completing them by that time.
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Thus, a problem and need was felt by a group - their need for
a strong collective voice - and time was apportioned to thoroughly
explore it; a critical analysis and understanding of the situation
was generated; a solution was created from this analysis consistent
with CNR's principles; and the solution was implemented in practice
to be modified in light of experience with practice. The process
followed above is directly analogous to one of the most effective
means of realizing the basic purpose of the CNR major - the

identification, understanding, and solution of environmental problems

Discussion of the Archetypal quality of the above process.

One is constantly amazed by how much has been accomplished in CNR,
especially with a completely volunteer faculty until the last few
years, and even now there are only four faculty officially assigned
to the CRS Department. This study demonstrates how what has been
accomplished is in large part the result of the collegiality and
equity that exists in CNR. Thus, any member of the community, or
group of members - faculty, students, and staff or any combination
thereof - can initiate a contribution to the program and bring it
in front of the community for consideration. They can continue

to follow through and be an equal member of the group that ultimately

takes responsibility for implementing the new or changed element
in practice. Thus, students, faculty, and staff together tend
to be more motivated and committed to playing initiating roles
and taking the time and investing the effort required to bring
an idea to fruition. It is by this internal process, rather
than from above, that much of what contributes to making CNR

the outstanding program that it is,has been created and maintained.
The energies of the whole community have been frequently brought
to bear on improving the quality of the CNR program. " Each group
within the community contributing their unique concerns and
perspectives, reaching together for common solutions, and
sharing in the responsibility for implementing and maintaining
accepted resolutions. This has encompassed everything from
course development to the Annual Spring Dinner. Without these
collaborative efforts and genuine sharing of responsibility,
much of what constitutes CNR would not be. Thus, democracy in
CNR has not only been important at a principled and educational
level, but it has also been respon31ble for generating and
malntalnlng many of the excellent features of the program.

The Nature of the CNR Student Organization

The description that follows has been adapted from the

" organization's own documents, especially The CNR Student Handbook
which was initiated by students and realized as a collaborative
community effort.

Purpose: "CNR students have formalized their voice through
the CNR Student Organization. The organization is recognized
by the CNR Faculty Panel as the official body of CNR students.
It provides a base from which students manifest and maintain
the CNR philosophy in practice. The structure of the organization
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is designed to pursue its purpose through a participatory
democracy of which all CNR students are members. All students

-have an equal voice and an opportunity to exercise that voice in

considering and acting on common concerns, both inside and outside
of the University." o

"The organization aims to keep the entire CNR community abreast
of developments within CNR and the wider community, in order to
guarantee, facilitate, and encourage commmunication. This insures
an information flow that will allow students to fully participate
in the enactment and implementation of decisions affecting their
educations and lives." (from the CNR Student Handbook)

Structure:

Decisions. All substantive decisions are made by the
membership as a whole at regular bi-monthly meetings or, when
required, special meetings. The organization encourages all of
its members to become involved so that the organization may truly
reflect and support the rich diversity that is CNR.

Coordination. To facilitate the smooth functioning of and
maintenance of the organization there is a group of coordinators.
Anyone who has an interest in and commitment to the coordinating
function may be a member of the coordinating group. Though anyone
may be a member, to insure the viability of the coordinating group,
six of the members will be elected from the CNR student community,
their election insuring a strong public commitment to the role of
coordination.

Meetings. The meetings are open to all members of the
community - students,; faculty, and staff - to both attend and
participate in the discussion.

Functions:

. Committees: CNR, College, and University. Where possible
the organization elects its representatives to campus committees;
where not, it nominates and submits nominations to the responsible
bodies. Members of committees are the representatives of the
students and thus, are responsible and accountable to the CNR
student body through the student organization.

Forum to discuss issues, develop positions, and take
actions on issues of common concern. Where appropriate this forum
is used to inform and guide student representatives to standing
and ad hoc committees on campus so that they can represent the

consensus of the student body. For example, the Student Organization

has frequently developed criteria, reflecting their interests, to
be used by student members of search committees for new faculty
and staff.

To Sponsor, facilitate, and support projects and events.
The organization has initiated events for the CNR and wider
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community, been a co-sponsor for many more, and provided a wide
array of support for diverse projects and events that have come
out of the University. It is one of the first places students
come when they want advice and help in undertaking projects or
initiating events. This ranges all the way from social events
within the major - square dances, halloween parties, etc.- to
symposium, career forums, and film series; to major community
projects - Sun Day, Berkeley Earth Day '80, and Berkeley Energy
Self-Reliance Year. The CNR Student Organization has played an
active role in helping other groups of students on campus to
organization and achieve their purposes.

To Publish the CNR Review. This quarterly newsletter is
written and distributed by CNR students. It serves as an opinion
forum for students, to facilitate communication within CNR, and
to publicize information and events.

Discussion and Conclusion.

The purpose of this brief section is not to thoroughly describe
and document the contributions of the CNR Student Organization, but
rather to establish its critical role in contributing to and
maintaining the CNR community. . This part (Part IV) of the report
has been investigating and documenting the impact of the CNR :
community on people's lives, while in the major and after grad- ¢
. uation. The impact of CNR on people's lives is after all the central
theme of this whole study. '

From this perspective, the student organization is a secure j
collective base from which students can interact with other sub- -
groups in the CNR community in a representative, as well as in an
individual, fashion. This provides parallel structures in the
community - faculty can and do meet as faculty, students can and
do meet as students, and their representatives can then come
together in the program's decision making bodies having considered
the issues before them with their peers (i.e. the administrative
committee, course planning and development committee, etc.).

Thus, the structures that allow for the prevalent attitude in

CNR of collaborative effort to be realized in practice are present.
Though there are often differences within CNR on issues and their
resolution; rarely, if ever, have they broken along sub-group

lines (e.g. students taking one position, and faculty or staff
another). Thus, rather than playing adversarial roles, students,
faculty and staff principally reach decisions through dialogue
striving for collaborative and consensual resolutions.

This model, however imperfectly it is practiced at times,
intentionally underlies the program. Students are, therefore,
a part of an ongoing coherent structure and effort to realize
the best of democratic principles in practice at every point of
their education within CNR. This consistency in purpose and L
exercise of democracy is responsible for the participatory ’
community atmosphere and the continuous exposure to these S
principles. It is just this emersion, and the imperative to
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constantly reflect on practice, that provides the extended
experience in working with and for authentic democratic modes
that yields the impressive effects on people's lives we have
described and documented in this report.

The CNR Student Organization is consistent with, and continuous
with, the overall structure and process of the CNR program. Most
other student program associations are, in part or whole, externally
linked as an appendage rather than as an integral element of their
program. Section 1 of this part (Part IV) of the report establishes
the growing and extensive participation of CNR students in their
organization. For students, it has become a major focal point
for identification with, and participation in, the CNR community.

Further Analysis and Conclusions: Part IV Community and Democracy

The conscious development of a democratic‘learning community
in CNR with appropriate structures and modest, but effective,
support services is quite unique among undergraduate programs at

" Berkeley. We have thoroughly documented the existence of such a

learning community and the important impacts it has had on persons
while they were students and after they graduated. ' CNR has, thus,
contributed in essential ways to one of the University's principal
stated aims - furthering the democratic ideals of our nation.

-In the process, as this report authenticates, the learning atmosphere

has been important in enabling students to more fully realize their
own and other educational goals of the University. The CNR community
in achieving these results taps into a much broader range of
students' potentials and talents than is true for the typical
undergraduate program at Berkeley.

Collegiality exists among the members of the CNR community -
faculty, students, and staff. Reviewing Part II - Curriculum
and Teaching, Part III - Advising, and Part IV will verify the
extent of its presence and its powerful effects on students. This
is an ideal that is often spoken about at the University but
seldom achieved to any significant degree. The much discussed
Muscatine Report, for example, states:

", .. What will oun students have in common? Our answer is ideally they
will have in common the exposure Zo a noble stance, both scientific and
humane, that will be exemplified in the conduct of every one of us. Iz
L5 not, then, what we teach that will give §inal validity to education
at Berkeley, but what we are." 3

The problem with this prescription at Berkeley is tellingly
pointed out by Martin Trow, Director of the Center for the Study
of Higher Education, and‘currently chairman of the Academic Senate,

3. Education at Berkeley: Repont of the Select Committee on Education, Academic
Senate, University of California, Berkeley, 1966 (p. 6). ,
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in an article where he notes in response to the above paragraph
from the Muscatine Report:

" . dmstitutionalized constraints, whether of colleges on faculty
committees on perhaps even depaaxmenxa only h&nden and obscure the
personal individual qualities of the faculty thax give final uaZxdxiy

to education at Berkeley.'"

"The difficulty is that academic men, as a group, are no more noble than
anyone else...And it 48 cerntainly true that one of the consequences of
the nemoteness of most regulan faculty from undergraduates, and especially
grom Lower division students, .is Zo -deprive them of the experience of
close association with men who can manifest those personal virtues in
thein Learning and scholarship. The various efforts at Berkeley Zo

"bring faculty and students mone closely together' outside the

cwuvicnlum fail both because the association thus engendered 44
supenficial, and because it divornces the man's personal qualities

from his demonstration of them in his scholarly Life." 4

What CNR demonstrates is, that though it is probab_y 1mposs1b1e

to achieve it within a program, and that the ermary constraints
are human, not institutional. It can be created if there is an
intentional choice both to seek it, and to adopt the structures
and processes that maximize the potential for its development.
The associations typically engendered by the community, advising
system, and democratic structures in CNR are substantial, well
rounded, and not superficial, as is verified in this study.

The community that exists in CNR has been an effective antidote
to the apathy, alienation, individualism, and growing narcissism in
our society and among students on the Berkeley campus, which is
eroding the democratic and moral fabric of our society. Christopher
Lasch provides a broad, if imperfect, overview of this complex
phenomenon in his book The Culture of Narcissism: American Life
in the Age of Diminishing Expectations.d In speaking about this
issue and referring to his own research on the mores of white
middle class Americans, Robert Bellah, professor of sociology
and comparative studies at U.C. Berkeley, describes the situation:

"We Live in a social system that tells us, not just vernbally but in
the daily practice of Life, that we are alone, that we are here to
pwusue owr own .interests, that neither anyone nor anything can save
us except owrselves. 1t tells us that we must mistrnust every noble
dmpulse we feel because Lt must be only a form of our own self-
seeking..."

" ﬂaz {8 strniking 48 that we are discovering a prnivate world of
great intensity and no content whatsoever. There L5 a vehement

4. Martin Thew, B