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Commission on Teaching

Draft Report
April 29, 2002

President Mooney created the Commission on Teaching in the Fall of 2000. He charged the
Commission to define the elements of good teaching at Lewis & Clark College, to explore
and classify the varied teaching demands required by our curriculum, and to recommend
ways to evaluate and enhance such teaching. The original members of the Commussion
included Tom Schoeneman as Chair, Ken Clifton, Chana Cox, Bob Geldman, Jim Grant,
Diane Nelson, David Savage, Stephen Weeks, and Evan Williams. Micha Grudin served as
tiaison to the Writing and Speaking Committee. After several members left for sabbaticals,
Barb Balko joined the Commission in the fall of 2001.

The Commission began with the assumption of a very high standard of teaching at the
College, an assumption that the work of the Comimission continvally affirmed. For the most
part, the Commission concerned itself with the task of identifying structures of support and
recognition for good teaching. At the same time, we acknowledge that teaching is a complex
and sometimes lonely enterprise. It demands continual attentiveness and renewal. Ii demands
4 sense of connection with others engaged in the same work, a host of resources available to
the individual instructor, and opportunities for additional learning. Like any art form or
scholarly pursuit, teaching requires innovation and self-reflection to remain healthy. It is the
hope of the Commission that this report will contribute to a discussion of the most
appropriate means to nurture teaching and leaming at the College.

The first task was to divide the charge into specific areas of inquiry. A series of meelings in
the Fall of 2000 produced the following focus areas and focus questions, which were then
parceled out to the various members of the Commission for study.

1.

Definition and Scope of Teaching (David Savage, Stephen Weeks, Diane Nelson)

» Ate there generally useful definitions of what constitutes fine teaching?
» What pedagogical practices can be identified as useful and relevant to the art of liberal
arts teaching?

Support and Development (Bob Goldman, Tom Schoeneman)

+ How can we support the development of good teaching?

» What are the ways of providing more collegial support for teaching?

« Is our teaching environment one that encourages good teaching?

» How can we help faculty learn about and apply new technologies to their teaching?

Adyising (Jim Grant, Evan Williams)
» How can we enhance and support student advising?
Interface between Scholarship and Teaching (Ken Clifton, Barb Balko)

« How is research related to good teaching?
» How do we engage students in research?

. Evaluating Documenting, and Honoring Good Teaching (Evan Williams, Tom

Schoenemat)

« How can we evaluate and document the results of teaching and leamn from and honor
those who do it best?
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Although the Commission’s discussions were wide-ranging, these focus groups and their
research provide the structure for this report.

During calendar year 2001, the focus groups explored a wide variety of resources: the
practices of ather colieges, interviews with current faculty, colleagues’ responses to a-mail
requests for information, advising surveys, educational research, and books by experts in the
field. Part of the task was to balance recommendations from the experts with an appreciation
of our unique institutional context. In addition, we tried to balance recommendations that
would benefit teaching and learning at the College broadly considered with the specific needs
of individual departments and disciplines.

Several topics have been particularly prominent throughout the deliberations of the
Commission. The first concerns the issue of pre-major advising and its connection to good
teaching at the College and to the guestion of retention. The second is whether support for
teaching and learning should be institutionalized in the form of a teaching/learning center,
The third concerns the most appropriate means of identifying, evaluating and honoring good
teaching. The Commission has made recommendations on all of these issues, but they cannot
be simply resolved. Qur role has been to try to shape the debate and o outline clearly the
sorts of choices that confront us.

The Spring of 2002 was given over to the writing of reports based upon research and
discussion, the review of those reports, and the construction of a draft document. We hope
that the document that follows is regarded as a draft report in two ways: as a preliminary
report of the Commission, subject to revision after feedback from interasted parties, and as
the begihning of an ongoing process of teaching development at the College.

Conienis

1.  Whar Is Good Teaching? p.3
II.  Supporting and Developing Good Teaching - p. 7
OI. Evaiuating and Decumenting Good Teaching p. 12
IV. Honoring Good Teaching--------- omnme o p. 17
V. Snident Research as a Part of Good Teaching:

Experiential Learning p. 19
V1. Academic Advising p. 22
VII. Final Notes: Unfinished Business -p. 27
VI Index of Recommendations -p.29

IX. Appendices-- - -- - p.- 32
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L. What Is Good Teaching?

Part of the Commission’s charge was to define the elements of good teaching at Lewis &
Clark. That turned out to be a rather elusive task. In order to gain some purchase on the
question we interviewed members of the faculty, asked students what they experienced as
effective teaching, and we 1ead some books and reports. As we took in this information it
became clear very quickly that there was not a single definition to be had; instead there
existed in the literatore and in practice at the College a very wide range of teaching
techniques that produced satisfying results. This variety seems to be & result of a keen
gensitivity of faculty to the variety of student leatning styles in any one classroom and a lot
of experimenting to find cut what works. Students, too, gave us a myriad of answers when
we asked them 1o recall the best moments of their college learning experience. It was clear,
then, that we as 2 Commission would not come forward with any one medel for good
teaching at the College but instead would try to articulate some of what we learned about
what students and faculty value in the teaching-learning relationship. We would then make
recommendations to the community about how to create an environment that enhances that
learning at all levels and circumstances,

While variety was the keynote of our findings we did not despair altogether of finding
definitions. Certain themes continued to surface in our interviews and reading that suggested
some fundamentals of good teaching—some festures that seem in almost all circumnstances to
be valued by students and faculty.

Respecting Students

Faculty at Lewis & Clatk seem 1o have moved away from the model of teacher-as-authority
to something less formal, implying a less rigid hierarchy and firm division between teacher
and student, As one member of the science faculty said, “What works for me is teaching
UNLIKE the way I was taught through lecture and regurgitation,” To <o this requires paying
attention to students as persons and learners—knowing their names, being sensitive to their
different learning styles and levels of preparation. One facuity member said she had taken
decades to leam that what worked best was allowing students to set their own agenda. With
the Socratic method or Power Point presentations, several said, what they were really doing
is expecting swallowing and regurgitation, not allowing interpretation or working through,
Making lectures “interruptable” was seen as important, as well as early evaluations within the
first 3-4 weeks. “Students say they can tell that [ care that they leam the material. That I'm
willing to try different methods to get it through.” These findings were powerfully voiced
during the final Presidential Forum of 2000-2001 when President Mooney pushed the faculty
1o recall their best teaching moments. One after another people told wonderful stories about
the times they really let go and allowed the students to run with the class. Over and over we
heard about a surge of creativity, a powerful teaching moment when, by trusting the students,
they all learned something new, The staries we heard in interviews and in the Forum reiterate
the centrality of trust and respect in creating  leaming environment in which everyone is
invested and brings the best they have to the collective project.

One important aspect of respecting students is to understand and appreciate the variety of
learning styles and skilt levels that appear in our classrooms, We found cur colleagues as
varied in the methods they use in the classroom as the literature suggests they should be, and
all commented on the challenge they face as teachers as a consequence of this student
variety. One of our colleagues conscicusly structures each class so that it includes lecture,
discussion, video clips, and props—varied teaching strategies for varied learning styles.
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Teaching and Learning as Collaboration

We discovered that there are many strategies for getting to know one’s students and for
assessing their performance and progress in ¢lass and for making mid-course corrections
during the term. What was crucial was effective communication about the teaching and
learning process. Faculty need to know their students and listen to them; students need to be
able to communicate with their teachers; students need to be able to learn from each other,
and faculty need to share with each other what they know as teachers. The American
Association of Higher Education’s Joint Task Force on Student Learning of 1998 couched
their whole report in terms of shared responsibility among all participanis in order to produce
an effective leaming environment, They called their report Powerful Partnerships: A Shared
Responsibility for Learning (Appendix 1}. What these professionals conclude resonates well
with what we heard from our own students and faculty.

While we heard many voices valuing collaboration and cooperation, we alse became alert to
what a strange, protean thing teaching is. It is made anew each time students and teacher
meet in the classroom, and yet it is far more than the time spent in that room. It is in constant
flux. This means each individual teacher has less control over it than she might want 1o think.
Because teaching is intersubjective, what worked last term may not work this term, what felt
“just right” last week feels horrifyingly “off” this week. But teaching is also a strangely
private, even solitary activity—the long, concentrating hours of preparing syllabi, lectures,
assignments, exams, and grading. The classroom itself, once it’s constituted, is also in many
ways its own world. Too often the teacher is all alone with the students and the specific
dynamics of that classroom, often without a clear sense of where to go if things aren’t
working, or whether this might be held against him when he is evaluated. One interviewee
even said, “I feel very alone trying to deal with all this, The way I teach takes a lot of time, 1
can’t always deal with the demands of the students and my own questions about teaching.”™ It
may be this contradictory and simultaneous public/private thing, this complex culture, that
makes the classtoom such an ambivalent place, one where we feel both pride in
accomplishment and the joy of working with and learning from students as well as gnawing
insecurity, frustration, and at times feeling overwhelmed by demands. As teachers we are
putting ourselves on the line, performing for and with our students, but also making a seif
there. Supporting good teaching means treading very carefully through these imponderabilia.

We heard a good deal of sentiment ameng faculty for more opportunities to share teaching
experiences. A number of interviewees voiced nostalgia for the Basic Inquiry method.
Several said that techniques that they learned i BI (and often modified as time went by) such
as freewrites, journals, having students keep a log and then starting each class with that, etc.
had become a standard part of their teaching tool kit. Several also noted their enjoyment of
team teaching, writing essay questions and exams together——although this seemed to work
best with syllabi that were also team developed, Others harked back te summer NEH
workshops where “we read commenly, tatked commonly, had speakers, . . . There was an
enetgy, you could feel it. That energy lasted for years.” We were told that opportunities to
talk about what works and what doesn't, to hear more particular stories about the classroom
experience or even individual stadents, would help. While some of this occurs informally at
lunch or in the hallways, time constraints affect this, and it is more likely in some
departments or even buildings than in others. Several said that the faculty refreat devoted to
writing had tmade an impact, giving them ideas and 2 chance to talk with colleagues about the
issues that too often go without saying. Speaking of an experience befere coming to L.C one
person said he had been encouraged to sit in on classes outside his field. “That made it easier.
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T eould Took at the other person teaching. My ego wasn't so involved. I learned a lot through
that detachment.”

The virtues of collaboration among faculty seem to apply to students as wel!, Richard Light in
his study based on Hasvard student interviews (Making the Most of College) stresses the
importance students place on learning that takes place outside of the classroom—either in
doing assignments the teacher designs or in student-centered study groups—and then coming
back together to share what they have learned. Some of our students even told us that what
happened in study groups reviewing for an exam, while not their favorite activity, was
frequently a powerful leaming time, Mostly they valued what some called “expetiential”
learning and talked about what happens overseas, in iniemships off-campus, and in
collaborative exercises on and of f-campus. The Student Academic Affairs Board report to
CAP called for promoting experiential learning. “The realization of a theory or concept often
lies in its application within a field and beyond. This is why it becomes important (o
experience the things one leatns in class in action. In light of this, we would like to see more
experiential learning integrated into the classroom . . . . Although one can certainly answer . . .
questions by reading books, the inherent value of experiencing them oneself is astounding.”

Enthusiasm, Disciplinary Proficiency, and High Expectations

All agree that enthusiasm for one’s subject matter is an essential characteristic of a good
teacher. As a faculty we put the question on the student evalvation form in recognition of this
truth, One of our best seachers simply said, “I love what I teach and I love who I teach.” Yet
it is clear that professions of enthusiasm are not enough, Students need to have the
confidence that their professor is knowledgeable even when teaching at the introductory level
or outside his or her field of expertise in a general education course. In advanced level
courses excelleat teachers aim at teaching students to think like professionals—encouraging
precision in language, teaching the use of evidence, and pointing to the areas of disagreement
or controversy in the discipline. It is here that a teacher’s own professional accomplishments
come to bear on teaching. Students testify that a high point in college learning comes when
they have sccomplished some task-—senior thesis, a collaberative student/faculty research
project, a formal oral presentation—that is modeled on what the pros do. We found little
evidence that students like “easy * teachers. The level of difficulty in a course must be
appropriate to the level of the student and to the subject, but whatever the level there must be
a challenge that pushes students beyond the edge of ease and comtort.

A Culture of Support

We learned from faculty colleagues about the importance of real structural supports for
teaching. Doing all the things that constitute effective teaching takes time. Some said they
saw good teaching as not only frequent office hours and informal meetings with students, but
also participation in the less academic side of college life, going to sporting events, concerts,
etc. All of this can take oceans of time, especially as all the faculty juggie campus work on
committees and as advisors, research commitments, responsibilities to their scholarly
communities, and personal lives, Many spoke of a senge of being ovérwhelmed, especially
during the three-class term, unable to teach well or give individual students the attention they
would like. And we heard about colleagues eating lunch at their desks, foregoing lectures or
job talks in order to meet with students or to prep. For some with Jarge classes, the 3-course
term can mean teaching over 160 students while at the same time wrangling 30-40 advisees
and managing other responsibilities, The idea that the College might adopt a 3-3 course load
evoked expressions of shock and horror. This would seem strongly contradictory te efforts to
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improve the quality of faculty-student contact and to enrich the shared intellectval life on
campus,

Structural supports include things like adequate classrooms, audio-visual equipment, and
other teaching aids. There have been great improvements in these areas in recent years, and
faculty for the most part felt adequately supported. What many faculty found lacking was a
rich culture of mutual support among faculty and administration for the improvement of
teaching. Several interviewees said that they were never trained in any sort of pedagogy. “We
were just thrown into a classroom and expected (o sink or swim.” Granted, these faculty
often succeed brilliantly. Still, the practice of teaching se thoroughly fills an individual
instructor’s time that without a solid infrastructure to ensure the injection of new ideas and a
safe space to think through how they work, it’s difficult to improve our teaching.

Supporting Materials

Appendix 1 gives the findings of the American Association of Higher Education’s Joint Task
Force on Student Learning, Powerful Partnerships: A Shared Responsibility for Learning.

The various disciplines of the College’s departments, majors, and minors often have sections
of professional associations or separate organizations that are devoted to teaching in those
disciplines, We have put together a list of the websites of such organizations in Appendix 2.

References
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to CAS Dean Curtis Johnson.]
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I1. Supporting and Developing Good Teaching

The Commission’s charge mandated not only that we seek definitions of good teaching
but also that we recommend ways to enthance teaching at the College. Specifically, we
posed two questions that, in the final anatysis, were really about the same thing:

How can we support the development of good teaching? and
What are ways of providing more collegial support for teaching?
Findings
A. Facuity members and administraters want to see more support for teaching and more
teaching development opportunities at Lewis and Clark Coliege. Professors here recall
with great satisfaction previous teaching development experiences (Susan Hubbuch’s

workshops on teaching writing, Bard workshops, faculty retreats that have focused on
writing, weekly meetings of faculty teaching first year core courses, team teaching).

Junior and senior faculty alike are interested in more support for improving their teaching

than currently exists.
B. Faculty, students, and administrators all perceive that teaching at the College is of

excellent quality. Interest in increased teaching support and development is not based in a

perceived need for remediation. Rather, this interest is based in a motivation to improve
and broaden skills and to acquire new skills in order to adapt to new teaching
circurnstances (e.g., new technologies in new buildings). Faculty also want more
opportunities to interact and converse with teaching colleagues.

C. The Commission's survey of teaching support and development on other campuses
suggests three ways in which those efforts tend to be organized:

» a central model in which there is a designated organization, committee or director who
oversees and Tacilitates teaching support and development activities and often includes
a physical space (i.¢., a Teaching and Learning Centet);

» an ad hoc model that consists of 2 number of initiatives that deal with teaching
development that appear (and disappear) over time;

» an informal model that has no central cocrdination of teaching support and development

and few ad hoc initiatives; instead, sharing of teaching information may be done in
lunch lines and in faculty or departmental offices on an informal basis and faculty
evalnation procedures may be used for both evaluative and development purposes,

D. Teaching support and development at Lewis & Clark College currently includes a

number of ad hoc programs: examples are the CAS Dean’s mentoring program, Inventing

America workshops and weekly meetings, and the President’s Forum when it addresses
teaching issues. The College also uses informal mechanisms such as (a) developmental
and promotion and tenure reviews for teaching development, (b) collection of

developmental information (e.g., early course evaluations) by individual instructors, and
{c) informal mentoring and consuitation among colleagues.

E. Itis likely that the College could benefit from a more centrafized oversight of teaching
support and development, for a number of reasons:

« Ad hoc initiatives, although often recalled fondly, have tended to be ephemeral.

» Informal mentoring, consultation, and cellection of developmental information is likely
to be variable in consistency and quality.
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» Experts make a distinction between collecting information on teaching for purposes of
gvaluation (summative information) and for purposes of development or improvement
(formative information); these same experts often recommend different procedures for
collecting summative vs. formative data. In some cases, it is recommended thal
formative information gathering be kept separate from evaluative/summative processes
far the protection of the faculty member who js trying to improve his or her teaching,
Our current review procedures {PCPT, Developmental Review Committees, etc,), mix
the summative and formative functions and, in our opinion, subordinate the latter to the
former. A more centralized teaching support organization could redress this imbalance
by providing ideas and mechanisms for formative evaluation outside of the summative
review processes.

+ Most of the concerns raised by faculty members about Ievels and Kinds of teaching
development and support {¢.g., at the President’s Forum in December 2001} involve
issues that fuller, more open and regular occasions for focused attention to pedagogy
could address.

F. ‘The recent history of centralized teaching support began with  Danforth Foundation
grant in 1975 to five universities for the purpose of establishing teaching and learning
centers (TLCs). When the Danforth Foundation stopped funding the five TLCs in 1978,
two universities—Stanford and Harvard—continued to suppert their Centers. In the
ensuing 25 years, TLCs have proliferated on university campuses. (For 2 list of TLC
websites, see hitp:/www ku,edw/~cle/resaurcesiwebsitea.himl.) TLCs at the larger
universities often have a director and 2 staff of up to 7 professionals as well as secretarial
support. In the past 10-15 years, TLCs have begun to appear on the campuses of small
libera arts colleges. (A list of those we have identified and descriptive information about
TLCs at four liberal arts colleges are included later in this section,) TLCs at smatler
colleges are often staffed by a director and an assistant. The director may be a faculty
member who has release time or a salaried teaching development professional, As an
alternative to the TLC, some colleges and universities have a faculty teaching and
learning committee (FTL Committee) that serves as the central coordinator of teaching
support and development. (Further description is given later in this section.)

The services offered by TLCs and FTL Commitiees include faculty workshops and
lunches, visiting speakers and consultants, consultations with individual faculty members,
feedback via classroom visits and/or videotaping, new technology demonstrations and
training, a library of teaching-related materials, funding of faculty travel to teaching
conferences, and faculty stipends for teaching development.

G. The Coliege’s current level of support for teaching development activities 1s low.
Funding for faculty travel to teaching development conferences and colloquia
oceasionally occurs, but af a far lower frequency than funding of travel connected to
research and scholarship. In addition, a faculty member’s publications, presentations and
other activities that concern pedagogical matiers do not secm to have a place or weight in
QUT VAriONS Teview processes,

Recommendations

1. The Commission on Teaching recommends that the College should seek funding to
establish a Teaching and Learning Center staffed by a Director and an assistant and
housed in a suite of offices dedicated to TLC functions.
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. ‘The TLC should be supported in an oversight and advisory capacity by a Facuity
Teaching and Learning Committes, This FTL Committee should consist of 4 faculty
members (one each from the Arts, Humanities, Social Sciences, and Mathematics and
Natural Sciences), a student, and the Directors of Information Technology, the Writing
Center, the Math Skills Center, and Academic Advising.

. The Director of the TLC should be experienced in teaching development at the college
level. The director could be a current L&CC faculty member or an expert hired from
outside the current campus community. The Commission believes that the latter option
would be preferable: If a cumrent faculty member were asked {o serve as director, he or
she may have to take time to develop the necessary expertise and knowledge of teaching
development across the disciplines; in addition, release time would be required, taking
yet another excellent teacher out of the classroem. A Director who already has teaching
developsment credentials would be ready to o as soon as he or she arrived here.

. The Director should have a demonstrated record of excellent teaching and be expected to
teach two courses in the first-year general education sequence. This would increase the
credibility of the Director to current faculty and provide useful exposure to the real world
of teaching at this College.

. The TLC facility should include 2 offices, a conference room equipped with laptop
computers, and 1 space that would contain a teaching library and capability of media and
technology demonstrations.

. The Director of the TLC should report to ane of the divisional deans (as is the case for
the directors of the Writing Center and the Math Skills Center) or to the CAS Dean.

. Funding of the TLC should be sought by the President, through grants and donations.

. As an interim measure, the FFL Committee should be constituted immediately. This
Committee should be given a budget to begin teaching development initiatives
(workshops, lectures, travel funds for facuity to attend teaching conferences, etc.), Also
expected of the FTL. Committee would be the planning of the transition to a TLC, for
example, by using as consultants TLC Directors on other campuses. The chair of the
Committee should be given a course release sach semester prior to the arrival of a
Director to facilitate these teaching development and planning initiatives and to chair the
Search Committee for the Director. The FTL Committee could serve as the Search
Committee. In the near future, the faculty should make the FTL Committee a standing
committee of the faculty under the Faculty By-Laws. A merger of the FTL Committes
and the Educational Technology Committee may be warranted and should be studied.

. The faculty of the College should eventually—perhaps after a TLC is established
—review its summative evaluation procedures to determine how teaching development
activities by individual faculty members should be weighted in promotion, tenure, and
salary reviews. Publications in refersed journals and presentations at professional
conferences that relate to a discipline’s pedagogy should be recognized as a component
of scholarship in the review processes (¢f. Boyer, 1990). Other teaching development
activities should be viewed under the headings of teaching and perhaps service in
summative evaluations.

Background Information

This section contains a list of small liberal arts colleges that have TLCs and FTL Committees
and 4 “case studies” taken from websites and e-mail messages. The list of TLCs was
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developed from an exhaustive search of the websites of 37 small liberal arts colleges and
universities: the list of FTL Comrnittees is based on a less exhaustive search that turned up
comumittees that were featured in plain sight on websites. Note that the proportion of colleges
that had T1.Cs in this seatch is 8/37, or 22%.

Teaching and Learning Centers at Small Liberal Arts Colleges & Universities

Bowdoin College: Baldwin Leamning and Teaching Center

Carleton College: Perlman Center for Teaching and Learning
Colorade College: Crown Teaching and Learning Center

Connecticut College: Center for Teaching and Learning

Pomona College: Teaching and Learning Center

Rollins College: Christian A. Johnson Institute for Effective Teaching
St. Olaf College: Center for Innovation in the Liberal Ars

Whitman College: Center for Teaching and Learning

Teaching and Learning Committees at Small Liberal Arts Colleges & Universities

Earlham College: Professional Development Fund Commiitee
Trinity University: Teaching and Learning Committee
Wabash College; Teaching and Learning Committee

Examples of Teaching and Learning Centers & Committees

Text from Carleton Coliege, Colerado College, and Trinity University is u quotation from a
website; text from Whitman College is a paraphrase of e-mail from the Director.

*Carleton College: Perlman Center for Teaching and Learmning
httpffwew.acad.carleton.edu/campus/LTC/

The LTC coordinates programs for new and experienced faculty, circulates new information about
teaching theories and strategics, and helps to identify problems and suggest solutions for classroom
practice.

The LTC was established in 1992, the result of work done by a faculty-student committee. It was
begun, in part, by a grant from the Bush Foundation, An endowment from the Bush Foundation now
supports the Coardinator position in the L'TC in the form of an endowed chair titled the Humphrey
Doerman Professor of Liberal Learning.

We are now the Perlman Center for Learning and Teaching thanks to & generous endowment from
Lawrence Perintan to support the operations of the center. _

Located in Laird Hall 115, the LTC is home to a small library and reading room, open throvghout the
day while classes are in seasion. Drop by to read, research or talk. But also think of the LTC ac a
metaphor for the creation of the quiet space and tha free moments it takes to examine the work we do
and why we do it,

The LTC Advisory Committee assists the coordinator by suggesting ideas, and providing feedback on
the Center's programs. [Membership: 10 faculty, 3 administrators, 3 students ]

+ Colorado College: Crown Teaching and Learning Center
http:Afwww. CaloradoCollege.edwTLCS

The Crown Teaching and Learning Center aims 10 encourage effective student learning through the
development and maintenance of imaginative, dedicated, self-reflective teaching. A part of the faculcy
development program at Colorado College, it is a space in Tutt L ibrary where faculty can come
together to discuss the challenges of teaching and w experiment with application of new technology
for the classroom, The site includes a classroom equipped with a luminator projector, some muitimedia
computer equipment in a lzboratory setting, and a lounge area.

More than a place, the Teaching and Learning Center is also a metaphor for a pregram of activities
theoughout the college: faculty working on course enhancement; meoting with each other le discuss the
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ways students Jeamn; thinking about the fundamentals of education in a liberal aris ceollege; developing
new approsches to teaching; implementing new echnologies in the classroom; and evalvating the
impact of teaching on student learning.

None of these activities 15 new to the college, but the Teaching and Learning Center, created through
gifts from the Crown family and Edith Gaylord Harper and opened in the fall of 1996, seeks to
reinforce them. The TLC programs reflect the central mission of the college: the education of
undergraduate students. The centar is committed to exploring new technologiss a2 a means 1o enhance
learning.

Paul Kuerbis, professor of Education, is the director of the TLC for the 2001-2002 school year. Becky
Lane, a 2001 CC praduate in Pgychology, is the paraprofessional.

Trinity University: Teaching and Learning Committee
hitp:/Awww trinity.eduforgfic!

The Teaching and Learing Comrnittes shall be the organ of the Faculty for assessing the general
status and needs of teaching and learning, and be a coordinating body for facilitating the enhancement
of instraction in the University. Specific activities of this committee shall include, but not be limited
to, new faculty orientation, facilitating discussicn amony faculty members and also between facully
and students on the subject of teaching and learning, by means of workshops, seminars, documents,
etc., and acting as 2 conduit or clearing house for new and existing sducational methodologies and
materials. The Comimittes shall report 10 the Faculty Senate. The Committes shalt consist of the Vice
President for Academic Affairs of hisfher designee, six members of the faculty, provided that each one
of the divisions and the Library are represented, and two students recommended annually by the
Stodent Association. Faculty members shall serve for three years in three classes of two, and will be
recommended by the Faculty Senate after the usual process of nomination by the faculty
Representation and Elections Commitiee of the Sennte, One of the faculty members shall be the Chair
of the Comnmittes. The Committee shall noi be involved in evaluation of speeific courses or programs,
or in evaluation of the teaching of individual faculty members.

« Whitman College: The Center for Teaching and Leamning
hittp:/Awww.winitman.edufoffices_departmentafct/

— Director; Deborah Du Nann Winter, Ph.D. Professor and Chair of Peychology

— Center is in its 2™ year of operation

— Diractor worked hard o establish Center in the 19808 and had to give up until the arrival of the
current President of Whitman from Celorado Coliege in 1993; President’s commitment was key in
the genesis of the Ceniter,

— Center's services and activities include: two lunchecn series on teaching, lbrary and respurce room,
private consultation with the Director, one speaker each semester.

—- Faculty response has baen goed; consultations bave occurred mostly with junior faculty but with
some aenior faculty also. :

— Cenler is supported by a steering committee; Director gets one course relense per semester.

Reference

Bayer, B. L. 1990, scholarship reconsidered. Princeton, NJ: Carnegie Foundation for the Advancement of
Teaching.
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1. Evaluating and Documenting Good Teaching

As we noted in section II, experts in the teaching evaluation field make a distinction between
two purposes for collecting information on teaching effectiveness: Summative information is
used for the purposes of evaluation while formative information is collected for the purpose
of teaching improvement or development. In Lewis and Clark College’s current system,
summative information is collected as a part of the formal mechanisms described in the
Faculty Handbook. This summative information is used by Department Chairs, Division
Deans, Developmental Review Committees, the Facuity Committee on Promotion and
Tenure, and the Dean of the College in making decisions about a faculty member’s progress,
promotion, tenure, and salary, The same summative information is 2lso used for formative
purposes: The faculty member receives both an evaluation and suggestions for improvement
from the same decisions makers based on the same sources of information. Formative
information is also collected informalty: Individual faculty often ask students or colleagues o
give formative assessments of a class on an ad hoc basis for the purposes of giving mid-
course corrections or to inform the planning of the course in a later semester.

Findings
A. The College has a well developed program of summative evaluation; it does not have a
coherent teaching development program currently.

B. The College’s system of formative evaluation is also expected to provide summative
information for development and improvement of teaching. Although current practices
seemn to be working well on the summative side, it is not clear whether this system 15 an
acceptable way to foster formative goals (teaching development),

(. Research shows that providing information on teaching (e.g., student ratings) along with
consultation and advice about the information maximizes improvement relative to
information without consultation (Cashin, 1995; Hoyt & Pallett, 1999}, Currently, this
consultation is provided on an ad hoc basis by department chairs and colleagues and on a
more formal basis during the summative review processes. It is not clear whether ad hoc
and formal consultation occurs with enough frequency, consistency or quality to be
useful.

D. The College’s use of Teacher Evaluation Forms is consistent with research
recommendations and with practice at many Colleges. Particularly important is (a) the
use of a standard form that has both numerical ratings and opportunity for wtitien
comments and (b) a standard administration procedure (Cashin, 1988, 1989, 1990, 1995,
Hoyt & Pallett, 1999).

E. Many students are unaware of the importance of the Teacher Evaluation Forms to faculty
evaluation and development. Educating students along these lines may be hard to do,
since research shows that emphasizing the evaluative purposes of TE Forms tends to
inflate students’ ratings.

F. Experts in the practices of evaluating college teaching uniformly recommend that sources
other than student ratings and written comments be used in evaluating college teaching:

“Authorities are agreed that there are a number of important matters related to
teaching effectiveness for which students are unqualified to provide valid
reports . . . . There is a general consensus that students are unable to judge
such vital matters as cutrency of course content or the degree to which it
provides a representative (as opposed to biased) view of the subject matter.
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Nor can they judge the clarity, comprehensiveness, or realism of objectives,
the degree to which readings and other assignments are balanced and
appropriate, the validity of procedures for assessing student achievement, or
the degree to which grading standards are in line with the department’s or
institution’s expectations or policies” (Hoyt & Pailett, 1999, p. 1; see also
Cashin, 1989, 1995).

G. Many sources of information on teaching effectiveness that do not use students as
informants are in fact part of the teaching evaluation process here at the College. These
include;

* self-reports and self-evaloative statements about teaching goals and experiences by
those being evalvated;

» course materials (syllabi, assignments, exams, handouts, eic.); and

« ppinions of colleagues and department chairs about indirect contributions to the
instructional program such as contributions to the general learning environment, to
course and curricular development, and to the teaching effectiveness of others.

H. Itis unclear whether the collection and use of information other than student evalvations
is done in a standard fashion across review files; we suspect not. There are, in fact,
standard ways to collect self-evaluations, course materials, and colleague/ chairperson
opinions about indirect contributions to the instructional program (Hoyt & Pallett, 1999).
In addition, there is an overall strategy of file construction known as the Teaching
Portfolio that has been published {Edgerton, Hutchings, & Quinlan, 1991).

L. One source of information about teaching effectiveness that is typically not used on this
campus is classtoom observations by colleagues. Experts suggest that informal
observations for the purposes of evaluation are unlikely to be reliable or valid. It is
possible, but very time-intensive, to construct a standardized, formal system of evaluative
observation. [One expert estimates that in addition to 2-4 houts of training, each single
60-90 minute classroom observation will require 3-4 hours of one observer’s time in
meetings with the instrzctor and other observers.]

J. Our current review procedures state that pre-major and major advising should be
evaluated as an aspect of a reviewee's teaching (for example, see point g on p. 30 of the
Faculty Handbook), The Commission believes that the evaluation of advising is not
actually being done as a part of sefary, developmental, tenure and promotion reviews,

Recommendations

L. The current Teacher Evaluation Form and standard administration procedures should not
be changed.

2. Sources of information about teaching effectiveness other than student evaluations should
continue to be used in the review process. In particular, we recommend the use of self-
evaluative statements about teaching goals and experiences, course materials, and
chair/colleague reports about indirect contributions to the instructional program.,
Appendices A, C and D of the Hoyt and Pailett (1999) report give forms that can be used
in collecting some or all of these data and Edgerton et al. (1991) describe how materials
may be assembled into a Teaching Partfolic.

3. Purther scrutiny is warranted of kow the information sources listed above are used. How
much weight should shese be given relative to student evaluations? How should the
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informaticn be collected (e.g., formally using the Hoyt & Pallett Appendices or
informally as in current practice)? What kind of guidance should be given to review
candidates in preparing their files? We recommend that the Facuity Committee on
Promotion and Tenure or some ad hoc committee take up these issues,

4. We do not recommend the use of classroom observetiens for purposes of evaluahon.
Doing this adequately would require enormous time expenditures of faculty, and the
research literature shows that such observations correlate with student evaluations.

5. However, we do recommend that classroom observations be part of a teaching
development program at the College. In other words, classroom observations should be
done for formative but not summative purposes.

6. To the extent possible, summative and formative processes should be separated. Teachers
who seek assistance in developing their teaching should not have to worry that
information from this endeavor will be nsed for evaluative purposes. More specifically,
once a program of teacher development is established on this campus, the faculty shouid
take a fresh look at the Developmental Review process. Our current DR program is both
summative and formative in nature; perhaps those functions should be separated.

7. The evaluvatien of advising should be a routine feature of salary, developmental, tenure
and promotion reviews. The Commission believes that the optimal way to do this is
through the reviewee's self-evaluative materiais and the observations of the departrment
chair. We do not recommend adding another formal evaluative system {e.g., Advisor
Evaluation Forms) to assess the quality of reviewees' advising. '

8. Students nead to be routinely reminded that the current Teacher Evaluation forms (2)
were designed with considerable input from students, (b) represent an advance over the
previous ad hoc system, and (¢) therefore provide students with a considerable amount of
input about instruction at the College. These reminders should not be a part of the
administration of Teacher Bvaluation forms. We suggest that a presentation {0 incoming
students at New Student Orientation would be a good idea. In addition, presentations to
SAAB during the fall semester might keep the abave information current. The Dean of
the College should undertake to organize these presentations on a regular basis.

9. Alt faculty members should be kept informed of recent developments in the literature on
the evaluation of teaching. The IDEA papers published by the IDEA Center {formerly the
Center for Faculty Evaluation and Development) at Kansas State University can supply
this information. In the immediate short term, we recommend that the Dean of the
College provide copies of IDEA papers 32 and 36 (Cashin, 1995; Hoyt & Pallett, 1999)
for all tenure-track and adjunct faculty members. In addition, faculty members who are
candidates for Tenure and Promotion should receive the booklet of Edgerton et al. (1991)
that describes the Teaching Portfolio.

Background Information
The Current Review Process

The “Policies and Procedures for Faculty Reviews” are given on pp. 21-30 of the Faculty
Handbook. The original proposal of these policies and procedures was approved by the CAS
faculty on May 31, 1991 and amended on November 2, 1993; April 23, 1996; and November
4, 1998,
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The Current Teacher Fvaluation Form and Administration Procedures

Prior to the 1995-96 academic year, student ratings of teaching were done on an ad hoc
basis. The faculty review documents mandated that some kind of student feedback be
collected by the instructor for every course, but there were no guidelines on how to collect
this information, A standard teacher evaluation form had been available for use since the
early ‘80s, but its use was voluntary.

A number of students, faculty members, and administrators were unhappy with this ad hoc
system. In the fall of 1991, VPAA Susan Parr initiated a Teacher Evaluation Committee
(TEC) to review current practices and propose new guidelines and a measure for collecting
student evaluations. Tom Schoeneman was appointed as chair of this group. Committee
members included one faculty representative each from Math & Natural Sciences, Social
Sciences, Humanities, and Fine Arts, and three students from each of the three divisions.

The TEC reported its findings and recommendations at the October 1994 faculty meeting,
After a number of amendments, the Teacher Evaluation Form and Guidelines for
Administration and Reporting were approved by the faculty in January 1995, Changes went
into effect the foilowing fall semester, Since 1995, there have been a few revisions of the
Teacher Evaluation Form involving reformatting and additional jtems that were proposed and
adopted by the faculty.

Information Sources for Findings and Recommendations

The Kansas State University IDEA Center contitues to provide useful summaries of
information on teaching evaluation and development. In addition to the 3 IDEA papers that
were used by the TEC in the eacly 1990s (Cashin, 1988, 1989, 1950), two newer summaties
have appeared that have updated earlier summaries of research findings on student ratings of
teaching {Cashin, 1995) and suggested alternatives fo student ratings in teacher evaluation
(Hoyt & Pailett, 1999). These materials are available at the IDEA Center website
fhitp/Awww.idea.ksu.edupreducts/Papers. htmi).

Information on the Teaching Portfolio is available in the form of a booklet published by the
American Association of Higher Education (Edgerton et al., 1991).This booklet was provided
to faculty members in the early 1990s when Evan Williams was CAS Dean.

Information on students’ views came from our meeting with SAAB members on November
15, 2001 and from subsequent discussions that a few of the COT members had with students
in the classroom. We have also been alert to the occasional discussions and comrnents on
faculty review procedures made in faculty meetings and the President’s Forum.
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IV. Honoring Good Teaching

The COT considered the question of how to “evaluate and document the results of teaching
and learn from and honor those who do it best,” The first part of this question is addressed
above in section YI1. Here we consider the question of how we can learn from and honor our
best teaching colleagues.

An e-mail query to the faculty about their experiences at other institutions elicited several
replies. Three colleagues had taught at institutions where teaching awards were given. [n one
case, departments nominated teachers; in another, the students were polled and 4-6 winners
were selected every year, Several responses noted the difficulty of determining our best
teachers.

Findings

A. We concluded that while it is possible to identify good teachers, and, in fact, we must do
so for the purposes of tenure, promotion and salary review, it seems far more difficult 10
establish who our best teachers are.

B. Nevertheless, it seems that faculty have a general feeling that excellent teaching otght to
be tecognized. The only recognition of teaching at Lewis & Clark currently is by the
Pamplin Society; those nominations and awards are appreciated by the recipients.

C. There is currently in place a mechanism—developmental and biennial salary
reviews—whereby faculty members across all divisions are regularly evaluated as to their
performance as teachers. This mechanism involves: teacher evaluations by students, a
self-evaluation written by the teacher, and evaluations by the department chair, the
division dean, and the Academic Coungil.

D. While there are a multitude of on-campus presentations of scholarly work at colloquia
and symposia, presentations on the subject of teaching accur rarely.

E. We sense a feeling among the faculty that there is a need for the College to reinforce
more publicly and prominently the value of good teaching.

Recommendations

1. The Coliege should develop annual awards that recognize excellence in teaching, These
awards should recognize not only excellence in the classroom but also in such activities
as teaching development and collaborative research with students.

9. The development of a process for recognizing excellence in teaching should be an early
project of the proposed Faculty Teaching and Leamning Committee [FTL Committee]. We
offer the following suggestions to guide the FTL Committee in its deliberations:

« Bach year, the FTL Committee should solicit nominations from the Academic Council,
Divisionat Deans and Department/Program chairs of faculty with the goal of naming up
to three faculty per year to receive an award for excellent teaching.

« Supporting evidence for these nominations should come from current review process; in
other words, chairs, deans and Academic Council members should be alert (o possible
nominees as they read files for developmental and salary reviews. Materials from these
reviews should serve as the supporting documentation for nominations.

« We recommend either that the award should be a one-time honer for a given individual
ot that there should be a specified interval—for example, 3 years—before a previous
winner becomes eligible again.
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» Those who 1eceive a teaching excellence award should be publicly recognized at the
annual events described in recommendations 3 and 4,

. In order to honor the good teaching of the faculty as a whole, the College should stage an

annual academic event that foecuses on teaching. Such an event should feature a lecture by
a recognized scholar who could also lead the faculty in a workshop on some aspect of
teaching. New research results in the field of teaching, new use of techniques including
technology, new ways of assessing learning and the like would be of great interest to the
faculty.

A good example of a renowned educator with much to say about teaching would be Prof,
Richard J. Light of Harvard. Light is the anthor of Making the Most of College, a bock
we have found useful in our discussions and cne that we recommend te the faculty.

. Another way in which we think that the College of Arts and Sciences should recognize

and honor good teaching is to have workshops and seminars in which the faculty discuss
their ideas on good teaching. Short presentations, possibly in the form of sample classes
could enrich and inform faculty colleagues and spark valuable conversations on teaching.
The COT believes that such workshop and seminars would honor teaching and would be
popular to boot. These workshops should be sponsored by the Teaching and Learning
Center in consultation with the FFL Committee. Those who have recently received an
annual award for teaching excellence should play an important role in such workshops.

Reference
Light, R. J. (2001). Making the most of college: Shidents speak their minds, Cambridge, MA: Harvard

Universily Press.
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V. Student Research as a Part of Good Teaching: Experiential Learning

As part of its charge to define the elements of good teaching, the Commission on
Teaching at Lewis and Clark College drafted two questions that examine the interface
between scholarship and teaching:

How is student scholarship or research related to good teaching?
How do we engage students in these scholarship or research opportunities?

For this report, the term “scholarship” is used synonymously with the term “research.” In
this report we adopt the language of the Carnegie Mellont Foundation who, as part of their
Undergraduate Research Initiative, broadly define research as: “scientific, scholarly, or
artistic activities that lead to the production of new knowledge; to increased problem
solving capabilities, including design and analysis; to original, critical, or historical
theory and interpretation, ot to the production of art or artistic performance”

{http=fwwen crmu.eduw/admdurtd.

Findings

A. The interface between scholarship and teaching primarily occurs in two ways at Lewis
& Clark College: research and creative elassroom projects that are undertaken within
the curriculum of a specific course and extracurricular research and creative
projects, which could either be faculty or student-initiated,

1. In classroom projects, students undertake original research within the
constraints of a class or laboratory setting or studio (for example, open-ended
projects associated with classes). Such opportunities are generally limited n
their scope, primarily because of the constraints of time and subject material
associated with a single class or topic. Examples that can be found on campus
range from classes where a portion of the assignments is research-based to
classes based almost entirely on student-direcied reseazch, Classroom research
projects may also include artistic events such as theatre, dance, and music
productions that are rehearsed outside of the normal class schedule but which
carry course credit and involve close collaboration with a faculty member.

2. In extracurricular projects that are faculty-initiated, a student participates in
a previously established research program in which many of the concepts and
materials necessaty to undertake the research have been formulated and
acquired by a professor. This is the mest cormon form of independerit
research in the sciences and psychology (not surprising, given the hierarchical
nature of the disciplines) for senior theses, summer research, and research
during the academic year.

3. In extracurricular projects that are student-initiated, a student initiates 2
program of independent scholarship that is primarily self-designed and
executed with only limited faculty mentoring or supervision. In many cases,
the student’s efforts result in an original composition, artwork, or thesis that
truly represents a stand-alone body of research. This mode of student
schotarship is more commonly employed within the Arts, Humanities, and
Social Sciences.

B. Lewis & Clark students value their research experiences whether it be through classroom
or extracurricular projects. When SAAB representatives were asked to describe times in
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their academic careers when “real learning™ occurred, many of them mentioned research
experiences. They stated that they valued these experiences becavse of the connections
that the research enabled them to make with a faculty member, department, or fellow
student researcher and because they felt more engaged in the work. Our interviews with
SAAB members sugpested that research experiences are a significant factor in student
satisfaction and, possibly, retention.

C. Opportunity for students to work on extracuericular projects are currently available at
Lewis & Clark and students and faculty make good use of these opportunities. Funding
for faculty-initiated research projects are available from extramural funding (e.g., the
National Science Foundation), the Rogers Summer Research Program endowment (for
the sciences), and from college funds {primarily for non-science faculty). [Appendices 3
and 4 list the faculty who have supported student summer research since 1994.] Funding
for student-initiated projects is available from SAAB,

D. Research projects demand a broader understanding of material than is required in most
traditional courses, leading to improved critical thinking skills. In addition, students often
leam & broader array of skills: technical, collaboraiive, and communicative.

E. Students who participate in research experiences are more competitive in national
scholarship and fellowship programs. The success of these students can be an effective
recruiting tool for attracting top students to Lewis & Clark.

F. Those who have written about student scholarship suggest a number of possible benefits:

« Many benefits of research for students are subtle, yet important. Tackling such & project
gives students a sense of accomplishment. A student’s research project is something
that a faculty member can write about in a letter of recommendation.

+ The inclusion of students in a faculty research project is often viewed favorably during
the review of a proposal.

= Having good students involved in faculty research projects promotes faculty
productivity; it is not uncommon for faculty to publish the sesults of their work with
student co-authors,

G. The literature on student scholarship alse wems of a number of potential drawbacks:

» Professors may become more engaged with their research students or classes involving
research and neglect their other students and classes. Worse, if a faculty member is
. given leave for scholarship (involving a student) or to develop new research-based
¢lasses, students may be taught by less-experienced and committed adjuncts,

» Classes that contain significant amounts of student research cannot formally cover as
much material as traditional lecture classes due to time constraints. This can be a
disadvantage to students who take standardized tests (e.g. MCATSs, GREs).

» Instrocting students in research techniques and “getting them up to speed” to cenduct
meaningfut research takes time away from faculty research. Faculty may also be forced
to limit the extent of their research to accommodate students with less expertise.

Recommendations:

1. Because the commission believes that all stndents benefit from research experiences, we
recommend that all depariments incorporate student research into their curriculum. There
is much experience along these lines already in the faculty and within our curricula. The
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Commission recognizes the extent to which the College has developed research
opportunities across the spectrum of departments, As examples the Fine Arts
Departments, through studio work and a myriad of creative projects, routinely engage
students in artistic activities that lead to the production of new knowledge. The Sciences
routinely involve students in research and experimentation through their labs. However,
there is always more that can be done. Faculty should be encouraged to share ideas for
incorporating student research into their classes. This could be dene during TLC-
sponsored brown-bag lunches or wotkshops, the faculty retreat, or some other faculty
meeting (e.g., the President’s Forums). Faculty should be supported in applying for
funding for materials to support these classes (at least in the sciences, project-based
classes tend to be mare costly than traditional classes). When the degree of curricular
innovation is significant, there should be a fund for course relief or a summer stiperid to
compensate faculty.

2. A great number of our undergraduates are eager to participate in some form of research

and the research opportunities on campus typically receive a surfeit of applications.
Lewis & Clark Collepe neads to increase the number of research opportunities available
to students on campus, The committee recommends that additional support be provided
for the current research programs on campus and that the Cellege establish an
endowment for summer studeni-facnity research in the arts, humanities, and social
sciences analogous to the Rogers Summer Science Prograrn in the mathematics and
natural sciences.

3. To engage more of our students in research, we need to reassure students that, although

they may not find an epportunity on campus, there are still others that they should
investigate, Many departments advertise these opportunities by posting information.
However it is unknown how many students avail themselves of this resource.
Advertisement, “word of mouth” examples, discussions of faculty research opportunities
in the classroom, and faculty seminars that describe/advertise research opportunities
would all enhance a program’s profile, With the ever-increasing use of the Internet by
students, developing a “Scholarship Resource Page™ as part of the College web site
would probably help connect students to a research opportunity.

4. To ensure that every student has some research experience, the Commission recommends

that the Coliege move towards its goal of requiring a senior research experience within
the major {the capstone/keystone course}. '

5, It i3 important to have faculty commitment for these research experiences so steps should

be taken to minimize the negative consequences for faculty research with students. This
can be done with summer salaries (i.e., funding), teaching credit (or some other
compensation) for faculty who mentor student research during the academic year, and
help with proposal writing.

Supporting Materials and References

Appendices 3 and 4 list faculty-student summer research collaborations supported by the
Rogers Sumimert Research Program and by the College.

There are numerous books, aticles and websites devoted to undetgraduate research. We have
collected some of these in Appendix 5.
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VL. Academic Advising

Academic advisors at Lewis and Clark College see two categories of students: pre-major
advisees and major advisees, The Coordinator of Academic Advising initially assigns each
faculty member a number of entering students as pre-major advisees. She attempts to maich
students with faculty according to common interests and to distribute the advising load
evenly among the faculty. Transfer students usually receive department Chairs as academic
advisers. After the orientation session, a student at any time may seek the permission of a
different faculty member to be his or her academic advisor. Students choose a major and
major advisor simultaneously. The student’s major advisor becomes the primary academic
advisor.

The College maintains a hatf-time Coordinator of Academic Advising. Our current
coordinator is Kristi Williams, who is also an instructer in English. An Administrative
Agsistant, Barbara Roady, supports the coordinator. Among the Academic Advising
coordinator’s duties are to assign pre-major advisees to faculty, and to provide advisor
fraining, information and other support to faculty and students. This support includes
maintaining the College’s academic advising web site {htip:/ww.lclark.adu/dept/advisingd), a
resource that can be vsed by students and faculty.

Findings

A. The College’s academic advising structure described above is consistent with those of
other similar institutions. ACT Inc. repotts, in its most recent survey, that among its
sample of 4-year private institutions 29% have an advising structure similar to ours; 43%
rely on faculty advising exclusively; and 14% have split academic advising prograims in
which a professional staff handles & portion (commonly pre-major advising), and faculty
handle a portion (commonly major advising). ACT does not break out liberal arts
colleges as a separate subset of 4-year private institutions and no other survey exists
covering only small 4-year liberal arts colleges. Our own survey of web sites of a handful
of liberal arts colleges similar to Lewis and Clark reveals self-descriptions of academic
advising that also range among these three types. The predominant type is that of faculty
academic advising, usnally coordinated threngh 2n academic advising support office or
through a Center for Teaching and Learning. Levels of staffing of such centers vary.

B. Surveys show that the faculty members at Lewis and Clark College serve primarily as
guides to the registration process. The literature in the field indicates that effective
academic advising involves more: It is developmental. Experts identify personal
faculty-student relationships as an important factor in the quality of the student’s
academic expetience. Students who are so connected are mote likely to thrive in our
iibera} arts environment {Chickering, 1969; Light, 2001, ch, 5). The eatlier such
cennections can be made, the greater is the likelihood of student success.

C. According to experts there are three characteristics of effective advising (National '
Academic Advising Association, 2001). The acronym ACT is a helpful reminder of the
purpose of academic advising:

» Aware: An effective advisor is aware of the information and the kind of advice the
student needs. The advisor knows the institution, knows the advisee and guides the
advisee accordmgly.

» Care: An effective advisor cares about the student and communicates that caring to the
student. '
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» There: An effective advisor is available to the student for ongoing, developmental
advising, not just for course registration advising,

D. Academic advising at Lewis & Clark is primarily the responsibility of the faculty. The
college recognizes academic advising by its facuity as an important aspect of teaching.
According to the faculty review document, evaluation of a faculty member’s teaching
should include academic advising as one component. There is no established procedure
for reviewing and evaluating faculty academic advising at the College.

E. As a faculty we are not performing the range of our academic advising duties well. While
our registration advising efforts may be hitting the marlk, &s a group, our other advising
efforts fall short.

Qver the past few years the College has surveyed its students regarding teaching and
advising matters. At the 2001 faculty retreat, faculty participated in an advising survey.
The College also participates in student surveys with other institutions. From these
sowrces the following description ernerges.

» Lewis and Clark students do not report high levels of satisfaction with pre-major
academic advising. At the same time, our students value faculty highly in areas of
teaching, availability, and fairness.

» When Lewis & Clark student satisfaction of advising is compared with student
satisfaction at other institutions, a smaller proportion of our students is satisfied with
their academic advising experience, especially pre-major advising.

» Though our faculty members value their roles as academic advisors, they identify less
with their roles as pre-major advisor and more with their roles as major advisor.

« Qur faculty advisors do not give high priority to aspects of academic advising other
than registration. Survey responses indicate that faculty give low priority to: meeting
with advisees outside of the registration process, long-term planning with pre-majors,
appreciating the goals of a liberal arts education, and career planning.

» Faculty advisors underrate the level of student concerns regarding advising. Students
are less convinced that advisors value their advising roles—especially pre-major
advisors. Advising other than for registration is a higher priority for students; for
example, advising about long-term planning and career issues are given higher priority
by students than by our faculty advisors.

F. One aspect of good advising that is cited by experts is helping students to make long term
plans of their 4-year curriculum. In the course of our discussions, we have identified a
number of factors at the College that may hinder and even thwart such planning in
particular and good advising in general:

+ Students find that planning in both the short- and long-term is too often undermined
when they are closed out of courses during pre-registration.

+ Por reasons that are unclear to us, many students—perhaps an increasing number— feel
that they should have second majors and one or mere minors, This can make planning
difficult due to the tightness of scheduling that is required. (It also seems to contradict
our suppesed emphasis on a breadth of electives as a substantial part of a student’s
cutriculum,)

» Staffing issues often render deparitnental scheduling of courses unpredictable from year
to year.
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» Students in many departments take classes off-campus in the summertime to fulfill their
major and general education requirements. This is both a planning issue and a quality
control issue; we note that in the case of departmental approval of courses to count
toward the major, there seems to be no campus—wide coordination of practices and
standards,

» The uneven distribution of advisees among faculty members can result in situations in
which faculty feel overwhelmed with pre-registration advising alone. Good long-range
planning is hard to do in such cases.

Recommendations

1. The Commission recommends that the Admissions, Advising and Academic Standing
Committee {AAAS) continue its investigation of the advising system at the College and
appuint a special subcommittee or task force to make specific recommendations to the
faculty concerning advising. This subcommittee or task force should coordinate their work
with the Curriculum Committee, the Academic Council and other bodies as recommended
changes dictate. The information gathered by the Commission can be made available to
this faculty and staff group, and the faculty discussion of this report should give direction
to the task force. We also recommend that the AAAS task force carefully consider the
several issues and problems enumerated in finding F above that make advising and
planning of individual students” programs difficult.

2. To guide the AAAS task foice, the Commission offers the following observations:

A, It may be possible to retain the present structure and to make adjustments for its
improvement, Such improvements might involve:

» Providing greater staff suppori for academic advising.

» Designing and instituting & program of faculty advisor development. Faculty
advisors should receive feedback from their advisees regarding advising
effectiveness and there should be opportunities for faculty advisors to develop their
gkills by leaming from peers and experts.

« Once a faculty advising development program is in place, establishing critetia for
evaluating academic advising effectiveness in the faculty develepmental,
promotion, and tenure review process (see Section IIT, recommendation 7).

« Devising appropriate rewards for effective faculty advising.

B. It may be the case that making minor improvements in the present system will not be
enough to change the advising climate at the Coilege. The AAAS task force should
therefore consider the advisability of more radical changes in what we do to assist
students in doing effective academic planning. Possibilities that have been discussed by
the commission are the following: '

+ Add an academic advising component to Inventing America. The Commission
supports a currently proposed pilot project to do just that in a few Inventing
America sections with the professor serving as his or her students’ academic
advisor. Sufficient incentive such as a stipend or course release should be provided.

» Set aside a time each semester separate from pre-registration when all students
prepare and submit course plans and meet with advisors for plan approval.
Information from these sessions could become data informing depattments about
needed course sections and the like.
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+ Structure time in courses taken by pre-majors for academic advising.

* Develop and support, and compensate a small set of faculty who would specialize in
pre-major advising. They woutd carry the Coilege’s pre-major advising load.
Compensation could include course release or a salary bonus,

» Move to an academic advising model where professional staff (class deans, for
example) coordinate and undertake a large portion of pre-major advising.

« Revise the general Collegs requirements so that students prepare mandatory course
plans rather than picking courses from a list.

3, Whatever moxel of advising is in place in the future, the Center for Teaching and Leaming
proposed in Section II (recommendation 1) should provide information, training and
developmental support for the advising activities of faculty members.

Background

We made use of several surveys of students and faculty to paint a picture of perceptions of
academic advising. Jay Beamar, the College’s institutional researcher, provided additional
survey information.

 In-House Student Surveys

Since the fall semester of 1998 the College has conducted a First Year Student Advising
Survey. Summary results from the most recently collated survey, November 2000, are
reported in the 2001 Advising Handbook. Students responded to questicns regarding the
New Student Qrientation experience, their perceived relationship with their faculty
advisors, and other aspects of advising. The sense that we have aiter reviewing the
summary statistics is that first-year students feel they are well advised during the initial
registration process. However, students generally foel less satisfied with their subsequent
advising experiences. Por example only two-thitds of the first-year students responded that
the advisor “shows interest in my academic course of study”™ at some level, While three-
fourths of the respondents claim, “my advisor is available when neaded,” enly half of the
respondents “have met with my advisor at times cther than registration.” When asked to
respond to the statement, “I am safisfied with the academic advising process at Lewis &
Clark College,” cnly 62% of the respondents agreed. Throughout the years of this survey,
first-year-students have consistently given responses of this type.

» Comparative Student Surveys—NSSE

The College participated in the 2001 National Survey of Student Engagernent, Lewis and
Clark students responded to the question, “Overall how would you evaluate the quality of
academic advising you have received at your institution,” on a 4-point scale with “1" being
“poor” and “4” being “excellent.”

Other Liberal Arts
Lewis & Clark Institutions offering
College Baccalaureate degrees
First-Year 2.66 3.09
Senior 2.89 3.16

As the preceding table indicates, each of the Lewis & Clark College student mean
responses way stafistically significantly lower than the mean response of students from
atber libaral arts institutions. A more complete summary of the responses is given at the
end of this report.
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= Comparative Surveys—HEDS

Lewis & Clark also participates with a small group of Colleges that share similar interests
(but that, due to # confidentiality agreement cannot be identified). This “HEDS" group
conducted a Spring 2001 survey of senior satisfaction. When asked about overall
satisfaction with their education 89% of Lewis & Clark seniors responded as very satisfied
or generally satisfied; this compares with an average (across remaining institutions)
response of 92%. When asked about satisfaction with first year student advising 54% of
Lewis & Clark students gave a response of very satisfied or generally satisfied; this
compares with an average of 71% from the other institutions, When asked about the
satisfaction with major advising, the ditferences are not quite as striking. 73% of Lewis and
Clark seniors, compared with 86% of seniors from the other institutions, responded that
they were either generally satisfied or very satisfied.

» Faculty In-House Survey

The Committee on Admissions, Awards, and Academic standing developed and
administered the AAAS Faculty Advising Questionnaire during the August 2001 faculty
retreat, 82 tenured and tenure track faculty completed the survey. Summary tables of these
data are included as Appendices 6 and 7.

Faculty members wete asked how much priority they gave various advising activities. They
could rank priorities from Very Low to Very High. Survey results indicate that faculty
members perceive pre-major advising and major advising differently. For either type of
advisee the highest faculty priority is t0 meet with advisees during registration and to help
advisees select courses. 95% of the faculty members give either high priority or very high
priority to these tasks for both pre-major and major advising. It appears that the functions
of faculty advising, other than registration, receive too little priotity among the faculty.
This observation is quite striking regarding pre-major advising. Faculty members appear
not to prioritize highly meeting with advisees (64.2% give at teast & high priority for major
advisees, 41% for pre-major advisees). While 4-year planning is valued for major advisees
(94%), it is much less valued for pre-major advisees (53%). Faculty members place not
much emphasis on helping advisees appreciate the goals of a liberal arts education (41 %
pre-major, 39% major). Regarding advising related to life goals or smdent career plans,
again there is strikingly less emphasis by our faculty for pre-major advisees.

The survey also enabled a comparison of advising priorities between tenured and tenure-
track faculty. One the whole tenure-track faculty appear to prioritize all measured
dimensions of academic advising more highly than do tenured faculty (save meeting during
registration and advising students on career plans).
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VIL Final Notes: Unfinished Business

In the past 18 months the Commission on Teaching has covered a lot of ground. The
President’s charge to the Commission and the specific areas of inquiry that we identified (see
p. 1 of this report) made for & very full agenda. Inevitably, at the end of this journey there are
some unexplored territories. What follows is an accounting of issues that we might have
covered but did not.

Deflnition and Scape of Teaching

Most of cur efforts in this area focused on defining good teaching (section I). Three aspects
of the definition and scope of teaching at the College that were a part of our charge and our
initial list of areas of inquiry received little atiention:

» our charge to classify the differing demands imposed by the kinds of teaching required
by our curriculum;

» a question about the relationship between the characteristics of our students and our
teaching practices; and

» g question about how the balance of subject specialization and liberal education at this
college contributes to fine teaching.

The second of these areas is touched upon in section I in the final paragraph on p. 3. The
other two items remain open for investigation.

Support and Development of Teaching

Section I of this report focuses on supporting the development of good teaching and
fostering more collegial support for teaching. We were unable to adequately deal with two
other questions relevant to teaching support and development:

» Is our teaching environment one that encourages good teaching-—our schedule, our
facilities, class size, the teaching load?

+ How can we help faculty learn about and apply new technologies to their teaching?

We do refer to the teaching environment and specifically to the teaching load in Section I
under the subheading of “A Culture of Support” (pp. 5-6), Aspects of this area of inquiry are
also implicit in many other sections of this report.

The question of helping the faculty to learn about and apply new teaching technologies is
very important. We made a start by conducting interviews with colleagues and with Dan
Terrio, Director of Information Technology, but our data collection and discussions only
began to scratch the surface of the very extensive universe of information in this area. Our
findings conceming the support and development of teaching technologies are incomplete,

Nevertheless, we do have some observations and suggestions to pass on to others who may
attempt fo address this issue. These others include, currently, administrative officers who
have oversight of technology issues and budgets as well as the faculty’s Educational
Technology Commistee. In addition, the future Center for Teaching and Learning and the
faculty committee that supports and advises it will be major orgenizers of efforts to assist
faculty with their needs for learning about new technologies. Here are some of our
suggestions for future deliberations:

» We know from our survey of Teaching and Learning Centers that many of thern offer
support for faculty to leamn about new teaching technologies—see descriptions of the
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Colorado College Crown Teaching and Leaening Center and the Trinity University
Teaching and Learning Commnittee on pp. 10-11 above, These and other TLCs and FIL
Committees have & variety of types of relationships with the Information Technology
offices on their campuses. How this relationship witl be constructed here at Lewis and
Clark College will be a priority of the new TLC Director. In addition, the facuity as 2
whole will need to clarify the relationship between our new FTL Comimittee and our
current Educational Technology Committee (see recornmendation § on p. 9).

» Expertise and interest in educational technologies would be an important part of the job
description of the new Director of the College’s CTL.

» The Collgge should seriously consider funding a Summer Teaching and Tecbnology
Program that supports project ideas by teams of facuity, information technology
specialists, and students who collaborate to develop new technological resources that
support teaching and learning within the curriculum. The proposal for this should come
from the FTL Commitiee, assuming that they take over the functions of our current
Educaticnal Technelogy Comimittee,

*+ We note that the construction of the new Howard Building, with its technologically
“smart ¢lassrooms,” offers the faculty an opportunity to rethink the way that we use our
classroom spaces. This rethinking will, we hope, be enabled by workshops,
demonstrations, and support for grant-writing.

Student Research as a Part of Good Teaching: Experiential Learning

The Commission recognizes the value of experiential learning and the inctusion of artistic
activity into the definition of research (see the Intreduction to section V, p. 19 above). Yet
we have noted that some of the instructors in studio art (and there are many versions of
studio art, from acting to music composition 1o training on a musical instrument to painting
and ceramics) have u limited role on campus with respect to faculty rank and the prospect of
tenure. Should this system be re-evaluated? If so, by what body?

Teaching vs. Scholarship?

One question that came up late in our deliberations, a question that was not a part of our
charge or defined areas of inquiry, concems the relative weighting of teaching and
scholarship in our review procedures. Currently, teaching and scholarship are regarded as
equally necessary to success in developmental, salary, promotion and tenure reviews. Should
this relative weighting change? More specifically, should we emphasize teaching more than
scholarly pursuits?

Our report touches on the interface between teaching and scholarship at several points, but
we did not engage the questions posed above. They are large and serious questions. We
regarded them as beyond the scope of our focus on the support and development of teaching.
If the faculty should wish to engage the weighting of teaching and scholarship in the review
process, there is much work to be done in gauging the opinions of colleagues and the
practices of other liberal arts colleges.
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VIIL Index of Recommendations
Recommendation Page
L
Supporting & Developing Goed Teaching 7
1, The College should seck funding to establish a Teaching and 8
Learning Center {TLC).
2, The TLC should be supported in an ovessight and advisery 9
capacity by a Faculty Teaching and Leaming Committee (FTL
Committes).
3. The Director of the TLC should be experienced in teaching 9

development at the college level. It would be preferable that the
Dhrector be an expert hired from outside the current campus
community.

4. The Director should have a demonstrated record of excellent g
teaching and be expected to teach two courses in the first-year
generzl education sequence.

5. The TLC facility should include 2 offices, a conference room 9
equipped with laptop computers, and a space that would contain a
teaching library and capability of media and technology
demonstrations.

6. The Director of the TLC should report to one of the divisional 9
desns (as is the case for the directors of the Writing Center and
the Math Skills Center) or o the CAS Dean.

7. Funding of the TLC should be sought by the President, through
grants and donations.

8. The FTL Committee should be constituted immediately. This 9
Committee should begin organizing teaching development
initiatives, plan the transition to a TLC, and serve as the Search
Committee for the new director. In the near foture, the faculty
should make the FTL Committee a standing committee and study
a merger of the FTL Committee and the Educational Technology
Commnittee.

9. The faculty of the College should review its summative evaluation 9
procedures to determine how teaching development activities by
individual faculty members should be weighted in promotion,
tenure, and salary reviews,
]

Evaluating & Documenting Good Teaching 12

1. The current Teacher Evaluation Form and standard administration 13
procedures should not be changed.

2. Sources of information about teaching effectiveness other than 13

student evalnations should continiue to be used it the review
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process. These include self-evaluative written statements about
teaching goals and experiences, course materials, and
chair/colleague reports about indirect contributions to the
instructional program.

3. Further scrutiny is warranted of kow the information sources listed 13
above are used. How much weight should these be given relative
to student evaluatons? How should the information be collected?
What kind of guidance should be given to review candidates in

preparing their files?

4. Classroom observations of teaching should not be used for 14
purposes of evalnation.

5. However, classroom observations should be part of a teaching 14
development program at the College.

6. To the extent possible, summative and formative processes should 14
be separated.

7. The evaluation of advising should be a routine feature of salary, 14

developmental, tenure and promotion raviews. The optimal way
10 do this is through the reviewee's self-evalnative materials and
the observations of the department chair. A formal evaluative
system (e.g., Advisor Evaluation Forms) to assess the quality of
reviewees' advising is not warranted.

8. Students need to be routinely reminded of the importance of the 14
Teacher Bvaluation forms. These reminders should no! be a part
of the administration of Teacher Evaluation forms.

9, All faculty members should be kept informed of recent
; . ! . 14
developments in the literature on the evaluation of teaching.
e

Honoring Good Teaching 17

1. The College should develop annual awards that recognize 17
excellence in teaching. '

2. The development of a process for recognizing excellence in 17
teaching should be an early praject of the proposed Faculty
Teaching and Learning Commnittee.

3. In order to honor the good teaching of the faculty as a whole, the 18
College should stage an annual academic event that focuses on
teaching. '

4. The College of Arts and Sciences should also recognize and honor 18

good teaching through workshops and seminars in which the
faculty discuss their ideas on good teaching. These workshops
should be sponsored by the Teaching and Learning Center in
consultation with the FTL Committee. Those who have recently
received an annual award for teaching excellence should play an
important role in such workshops.
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Student Research as a Part of Good Teaching: Experiential Learning 19

1. All departments at the College should incorporate student research 20
into their curriculum. Faculty should be encouraged to share ideas
for incorporating student research into their classes and should be
supported in applying for funding for materials to support these
classes. [See p. 19 for the relevant definition of “research.”)

2. The College needs to increase the number of research a1
epportunities available to students on campus. Additional support
should be provided for the current research programs on campus.
An endowment should be established for summer student-faculty
research in the arts, humanities, and social sciences analogous to
the Rogers Summer Science Program in the mathematics and
naturgl sciences.

3, Students should also be informed about off-campus research 21
opportunities. A “Scholarship Resource Page” as part of the
College web site should be developed to help connect students to
research opportunities.

4. To ensure that every student has some research experignce, the 21
College should continue to move towards the goal of requiring a
senior research expetience within the major (the
capstona/keystone course).

5. The possible negative consequences of faculty commifment to a1
undergraduate research experiences should be offset with summer
sataries and funding, teaching credit (or some other
gcompensation) for faculty who mentor student research during the
academic year, and help with proposal writing.
o el ____________________________.__.J

Academic Advising 22

1. The Admissions, Advising and Academic Standing Committee 24
{AAAS) should continue its investigation of the advising system
at the College and appoint a special subcommittee or task force to
make specific recommendations to the faculty concerning
advising.

2. The feasibility of retaining the present advising structure with 24
adjustments for it improvement should be studied. If this seems
insufficient to change the advising climate at the College, more
radical changes—i.e., a different advising structure—should be
implemented.

3. The Center for Teaching and Learning should provide
information, training and developmental support for the advising
activities of faculty members.

25
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Powerful Partnerships
A Shared Responsibility for Learning

A Joint Report

Amerlcan Association for Higher Education
American Collage Personnel Assoclation
Natlonal Assoclation of Student Personnel Administrators

June 2, 1988

Despite American higher education's success at providing collegiate education for on unprecedented number of people,
the vision of equipping all owr students with learning deep enough to meet the challenges of the post-industrial age
provides us with a powerful incentive fo do our work beiter. People collaborate when the job they face is too big, is too
urgent, or requires Joo mych knowledge for one person or group to do alone. Marshalling what we fmow abowt learning
and applying it to the edvcation of our students Is just such a job. This report makes the case that only when everyons on
campus — particuiarly academic affairs and student affairs staff--shares the responsibility for student learning will we be
able to make significant progress in improving it

Cotlectively, we know a lot about learning. A host of faculty, staff, and institutional initiatives undertaken since the wid-
80s and supported by colleges and universities, foundations, government, and other Sfunding sources have resulted It a
stream of improvement efforis relaied to teaching, curviculum, assessment, and learning environments. The best proctices
from those innovations and reforms mirror what scholars from a variely of disciplines, from nenrobiology to psychology,
telf us about the narure of learning. Exemplary practices are also shaped by the participams’ particular experiences as
learners and edvcators, which is why a progran canvol simply be adopred but must be adapted fo a new environment.

Despite these examples, most cotfeges and universities do not use our collective wisdom as well as they should, To do 5o
requires o commitment to and support for action that goes beyond the individual faculty or staff member. Distracted by
other responsibilities and isolated from others from whom they could learr about fearning and who would support them,
maost people on campus contribute less effectively to the development of students’ understanding than they might. 1t is only
by acting cooperatively in the context of common goals, as the most innovative institutions have done, that our
accumulated understanding about learning is put to best use.

There is another reasor to work collaboratively to deepen student learning. Learning Is a social activity, and modeling 14
one of the most powerfil learning tools. As participants in organizations dedicated to fearning, we have a responsihility to
model for students how Io work together an behalf of our shared mission and o learn from each other.

On behalf of such colluboration, we, the undersigned members of this Joins Task Force on Student Learning, offer the
following report, It begins with a statement of the insights gained through the scholarly study af learning and their
implications for pedagogy, curricula, learning environments, and assessment. Each principle is Hlustrated by a sef of
exemplary cooperative practices that bring fogether academic and studemt affalrs professionals fo make a difference in the
quality of student learning, a difference that has been awsessed and documented. The report endy with o call to all imveleed
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in higher education to reflect tipon these findings and examples in confunction with thely own and their colleagues’
experience and to draw on oll these sources of knowledge as the basis for actions to promote higher sfudent achigvement.

-- Joint Task Force on Student Learning

Joint Task Force Members
Judith Berson David L. Potter {chair}
Associate Vice President for Student Affairs Provost
Broward Community College George Mason University
Susan Engelkemeyer Patrick T. Terenzini
Professor Professor and Senfor Scientist
Babson College Center on the Stdy of Higher Education
The Pennsylvania State University
Paul M. Oliara Geneva M, Walker-Johngson
Vice President for Student Affairs Dean of Student Life
West Chester University of Pennsylvania Hartwick College

The Joint Task Force on Student Learning
gratefully acknowledges the contributions of the following:

Association Represcntatives
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President Contact
Margaret A. Miller Barbara Cambridge
American Association for Higher Education Director, AAHE Teaching Initiative, AAHE
(AAHE}
Lynn Willett Carmen Menberger
American College Personngl Association Executive Director, ACPA
{ACPA)
Jack Warner Gwendolyn Dungy
Mational Association of Student Personnel Executive Director, NASPA-
Administrators {NASPA)
and Vice Chancellor, Massachusetts Board
of Higher Education
Task Force Support
Scott Brown

Doctoral Intern, AAHE

Resource Group

K. Patricia Cross Theodore J. Marchese

David Pierpont Gardner Professor of Higher ¥ice President

Education AAHE

University of California-Berkeley

Jon C. Dalton Shelia Murphy

Vice President for Student Affairs Dean of Student Life

Florida State University Simmons College

Dean L. Hubbard Denniz Roberts

Pregident Assistant Vice President for Student Affairs
Northwest Missouri State University Miami University

Gémge Kuh William L. Thomas, Jr.

Professor of Education Vice President for Student Affairs
[ndiana University Bloomington University of Maryland, College Park

Powerful Partnerships

A Shared Responsibility for Learning

The following ten principles about learning and how to strengthen it are drawn from research and practice and provide
grounds for deliberation and action. All those who patticipate in the educational mission of institutions of higher education -
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students, faculty, and staff -~ share responsibility for pursuing lzarning improvements, Collaborations between academic and
student affairs personnel and organizations have been especially effective in achieving this better learning for students. We
advocate these parinerships as the best way to realize fully the benefits of the findings.

Learning Principles and
Collaborative Action

1 Learning Is fundamentally about making and maintaining connections:
blologlenlly through neural networks; mentally among concepts, ldeas, and
meanings; and sxperisntially through Interaotion between the mind and the
ehvironment, self and other, genorality and context, deliberation and actlon.

Rich learning experiences and environments require and enable students to make connections:

through learning materlals that stimulate comparisons and associations, explore relationships, evaluate alternative
perspectives and solutions, and challenge students to draw conclusions from evidence;

through opportunities to relate their own experience and knowledge to materlals being learned,

through pedagogles emphasizing critical analysis of conflicting views and demanding that students make defansible
judgments about and demonstrate linkages among bodies of knowledge;

through curricula integrating ideas and themes within and across fields of knowledge and establishing coherence
among {eatning experiences within and beyond the classroom; and

threugh classroom experiences integrated with purposeful activities outside of class,

To make and malntain connectlons, faculty and staff coilaborators desigm learning experiences that:

a expose students to alternative world views and culturally diverse perspectives;

o Elve students responsibility for solving problems end resclving conflicts;

« make explicit the relationships among parts of the curciculvm and between the curriculum and other
aspects of the collegiate experience; and

» deliberately personalize interventions appropriate to individual stodents' circumstances and neads.

Lniversity of Maryvland, College Park offers the College Park Scholars program, a two-year living/learning

opportunity for freshmen and sophomores. Students reside and attend most of their classes within residence
hall communities. Residence life staff, facuity, and other program staff cffices are in the halls. Student scholars
live on floors correspanding to thematically linked academic programs. For participating commuting students,
access is provided to common areas in host residence halls, The thematic programs deliberately connect what
the students lzarn in the classrocm to the larger world through weekly celloquia, discussion groups, anl:l fiekd
trips dealing with related issues.

The scholars program has improved recruitment and retention of talented undergraduates and has provided an
entiched learning experience and a more personalized and human scale to campus life. Faculty offices and
classrooms within the residence halls lead to enhanced interaction with faculty.

At University, of Mizzsouri, Kansas Citv, Supplemental Instruction and Video-Baszed Supplemental Instruction
help students make connections. Supplemental Instruction uses peer-assisted study sessions te increass

student academic performance and student retention in historically difficult academic courses. In the sessions,
students learn how to Integrate course content and develop reasoning and study strategies, facllitated by
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student leaders who have previously succeeded in these courses and who are trained in study strategies und
peer collaborative learning techniques. The video-based program offers an altemative course delivery system.
Faculty offer courses on videotape and students enroll in a video sectlon. A facilitator guides review of the
video lectures, stopping the tapes in mid-lecture to engage i class discussions, integration, and practice of
learning strategies,

More than three hundred studies nationally have documented the impact of supplemental instruction,
demonstrating its special impact on stidents with wesk academic preparation. The U.S. Depattment of
Education designated supplemental instruction as an Exemplary Education Program in 1982, noting its ability to
increase academic achievement and college graduation rates among students. Program staff at UMKC have
further investigated the effects of this instruction through the study of neurological processes. Using a
Quantitative Electroencephalography instrument, they have found evidence of improved brain electrical
activity in students who participate in the programs.

2 Learning i enhanced by faking piace in the context of a compeliing

situation that balances challengs and opportunity, stimulating and utflizing the
brain's abllity to conceptualize quickly and its capacity and nead for
contemplation and reflectlon upon experiences.

Presenting students with compelling situations amplifies the leaning process. Students learn more when they are:

426002 1246 PM

» asked to tackle complex and compelling problems that invite them to develop an array of workable and innovative

sofations;
asked to produce work that will be shared with multiple audiences;
offered opportunities for active application of skills and abilities and tlme for conternplation; and

placed in settings where they can draw upon past knowledge and competencles while adapting to new circumstances.

To create compelling situatlons, facully and staff collaborators:

. articulate and enforce high standards of student behavior inside and outside the classroom;

give students increasing responsibility for leadership;

o credte environmenits and schedules that encourage intensive activity as well as opportunities for quiet
deliberation; and

o establish intemships, externships, service-learning, study abroad, and workplace-based learning
experiences.

The First-Year Experience at the College of New Jersey is a collaboration between General Education and
Student Life. Students live in residence hall communities with a volunteer non-resident faculty fellow for each
floot. Faculty fellows, student life staff, and students plan residence hail activities. Students also take an
interdisciplinary core course, Athens to New Yort, taught by full-time faculty and selected stodent life steff in
residence hall classrooms, and incorporating service-leaming. Four questions drive the mission of the First-
Year Experience: What does it mean te be human? What does it mean to be a member of a community? What
does it mean to be moral, ethical, snd just? and How do communities respord to differences? Service-leaming
provides a compelling situation in which stodenis can confront complex social issues, apply their talents to
marginalized communities, interact and work with diverse populations, and enhance their carcer preparation.

Student service-learning journals show a clear understanding of the work of the course and its objectives and
care questions. Community agency staff provide feedback and guidance to students, and the staffs'
evalnations offer evidence that students learn about and contribute to their communities. Students express
high levels of satisfaction with the residence hall, the classroom experience, workshops, field trips, and
enrichment lectures associated with the core course,
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Comznunity College of Rhode [sland's 2+4 Service on Common Ground Program is part of the college's
gxtensive service-learning activities, Supported by funds from the Campus Compact National Center for

Community Colleges and the Corporation for Nationa!l Service to develop service-learning partnerships
between community colleges and four-year institutions, the college cooperates with Brown University's Center
for Public Service. One joint preject connects the community college's nursing facuity and students with the
university’s medical school faculty and students, Students work in many challenging situations to meet
community needs and discuss and write in journals observations and experiences that relate the activity to
their course of atudy and to social issues.

Student affairs staff began the program with a core team of five faculty. Now the collaborative effort includes
some fifty faculty who employ service-leaming in more then a dozen academic disciplines.

3 Learmning Is an sctive search for meaning hy the learmmer — construcfing

knowiedge rather than passively recelving 1t, shaping as well as being shaped by
sXperiances.

Active participation by the learner is essential for productive leaming, dictating that:

« instructional methods involve students directly in the discovery of knowledge;

+ learning materials challenge students to transform prior knowledge and experlence into new and dezper
understandings;

o Students be expected to take responsibillty for their own learning;

» students be encouraged to seek meaning in the context of ethical values and commitments; and

« learning be assessed based on students' ability to demonsirate competencies and use knowledge.

Te stimulate an active search for meantng, faculty and staff collaborators;

o oxpect and demand student participation in activities in and beyond the classreom;

« design projects and endeavors through which students apply their knowledge and skills; and

o build programs that feature extended and increasingly challenging opportunities for growth and
development.

Bloomfietd College (New Jersey) offers the Student Advancement Initiative, curricular and co-curricular
expetiences that develop student competencies in aesthetic appreciation, communication, citizenship, cultural
awareness, problem solving and critical thinking, science and technology, and ether professional skills. The
program emphasizes computer-aided self-appraisal for students and a student development transcript. The
objectives are to involve students actively in the assessment process, to provide continuous feedback to
students on their progress toward the competencies, and to strengthen programs based on aggregate
information about student achievement of the competencies,

Faculty and student affairs joint task forces have defined the competencies and linked them to the general
education program. Faculty draw upon student affairs staff expertise In designing course assignments.
Student pertfolios and assessment information direct students toward self-analysis and synthesis of
theoretical and practical knowledge gained through the curriculum and through developmental activities.
Faculty and staff participate together in "reflective practice” sessions to improve programming and
adminisiration.

DePaul University (Illinois) offers twe writing-intensive interdisciplinary and experiential programs for new
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students 1o ease the tramsition to the university. All first-vear students entoll in either Focal Point or Discover
Chicago. Focal Point highlights an important event, person, place, or issue and is taught using a
multidisciplinaty format. Stdents also enroll in a "common hour" course where student affairs professionals
help students evaluate their contributions to shared learning, develop their study and decision-making skills,
create a learning plan, and reflect upon the nature of diversity st the university and in the city. Academic and
student affairs personne] are involved in curriculun development, the design of classroom experiences, and
student learning outside the classroom. Discover Chicago brings new students together a week before the first
term for a coutse team-taught by a faculty member, a professional staff member, and a student mentor, The
course investigates a particular topic using the city as a learning site. The work of the course involves
readings and discussions, visits to city locations, and a community service project.

Assessments of the programs are designed to determine their impact on student retention and include
qualitative and quantitative pre- and post-test surveys, a standardized test {the College Student [nventory)
that is a predictor of student retenticn, syllabi review, and focus groups. Results provide information 2Zbout
retention and staff-faculty partnering, student expectations about the university and coursework, and the
nature of assignments and forms of evaluation in each program.

4 Learning Is develfopmental, a cumulative process Invoiving the whole poraon,

relating past and pressnt, Intagrating the new with the old, starting froam but
transcending personml concerns and interests.

The developmeniai nature of leaming implies both a holistlc and a temporal perspective on the Jearning process. This
suggests that;

» any single leaming experlence ov instructional method has a lesser impact than the overall educational experience;

. curricula should be additive and cumnulative, bullding upon prior understandings and knowledge toward greater
richness and complexity;

o intetlectual growth is gradual, with periods of rapid advancement followed by time for consolidation, an extended and
episadic process of mutually relnforeing experisnces;

o the goals of undergraduate education shonld include students' development of an integrated sense of identity,
characterized by high self-esteem and personal integrity that extends beyond the individval to the larger community
and warld: and

« assessient of learning should encompass all aspects of the educational experlence.

To create a developmental process integrating all aspects of students' lives, faﬁulty and staff collaborators:

o« design educational programs 10 build progressively on each experience;

« track student development through portfolios that document levels of competence achieved and
intentional activities leading to personal development;

« establish arenas for student-faculty interaction in social and community settings; and

« present opportunities for discussion and reflection on the meaning of all collegiate experiences..

jc Institu iversity attends to the overall health of students through its
Wellness Exvironment for Living and Learning. Students who participate make a commitment 1o a substance-
free lifestyle and residence environment. Faculty and student affairs professionals co-teach a wellness forum, 2
one-credit course in the residence halls in which undergraduate resident advisors also assist. Additional
programming emphasizes social, physical, intellectual, career, emotional, and spiritual purpose and
philosophy. A student-run community board enables students to develop programs and to take responsibility -
for managing the housing experience. Campus speakers share personal experiences with substance abuse and
wellness issues, and faculty and student affairs staff relate their life experiences in class discussions. The
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residential community, hall programs, and course curriculum encourage students to reflect on past behaviors
and fo determine how new knowledge can assist them in college and in developing holistic approaches to a
healthy life.

Parti¢ipation in the program has increased dramatically in two years, with a significant rate of returning
students and requests for additional residents. The first group of students had a significantly higher grade-
point average than a control group in the beginning semester of the program.

University of Richinond (Virginia) provides a four-vear experience at its women's residential college, the
Women Involved in Living and Learning Program. Participants encel] in an interdisciplinary women's studies
miner and in required gender-related educational programs. Goals include increasing seif-awareness, self-
confidence, independence, and leadership threugh structured educational experiences; stimulating critical
thinking and analysis about gender reles and relationships; nurturing and prometing student potential and
talent; fostering awareness and acceptance of difference; and providing students with curricular and co-
curricular oppertunities to inform and enhance academic, career, and life choices. The professional program
coordineter works closely with the women's studies faculty to plan course offerings, serves oni its advisory
board, and teaches courses. Students complete a supervised internship and attend monthly membership
mestings of a student-run organization and sponsored events that complement pregram goals, Events form the
bazis for discussion and reflection in the courses and informally in the residence halls.

Wellesley College's Center for Research on Women recently completed an assessment of this program using
course effectiveness instruments, an annual survey to determine the overall impact, a self.esteem measure, an
alumnae survey to evaluate the long-term program impact, and sfudent focus groups. Results confirm the
cumulative and developmental effects on participants. The study found the greatest effect on those whe
completed all four years of the program. Students and alumnag of the program speak of the transformationsl
aspects of their involvemeni, the ways they learned to think critically that benefit them in diverse situations,
theit ability te questicn their own world views, and their tolerance of different viewpoints. Alumnae of the
program express greater satisfaction with their undergraduate experience than non-program alumnae.

5 Learning Is done by Individuals who ars intrinsically tied to othors as social

beings, Interacting as competitors or colimsborators, constraining or supporting
the learning process, and able to enhance learning through acoperation and
sharing.

The individual and social nature of learning bas the potential for creating powerful leaming envirenments that:

take into account studenits' personal histories and common ¢nliures;

feature opportunities for cooperative learning, study, and shared research;

cultivate a climate in which students see themselves as part of an Inclusive community;

vse the residential experience as & resource for coflaberative learning and for integrating social and academic life;
vse school, work, home, and communlty as resources for collaborative learning and for integrating social and
academic life; and

o give students a chance to fathom and appreciate human differences.

To relate Individuals to others as social helnﬁa, faculty and staff collaborators:

o Sttive to develop a campus culturs where students lsarn to help each other;

« establish peer tutoring and student and faculty mentorship programs;

» Sponsor Tesidence hall and commuting student programs that cultivate student and faculty interaction
for social and educational purpoeses; and
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s Support activities that enable students from different cultural backgrounds to experience each other's
traditions.

The Program on Intergroup Relation, Conflict, and Community at the University of Michigan, Ann Acbor
offers undergraduate coursework and co-curricular programming in several departments, emphasizing
intergroup relations and using a varlety of pedagogical approaches. Beginning as a faculty initiative, the
prograr i3 managed and funded by the College of Literature, Science, and the Arts and the Division of Student
Affairs. Program features include:

o firsi-year deparimental course seminars, Hnked through a faculty seminar and tavght by faculty seminar
and taught by faculty and student affairs teams and incorporating out-of-classroom experiences
designed to build communities of students beyend the individual seminars;

» Intergroup Dialogues, two-credit courses bringing together students from sociat identity groups for
intensive peer-facilitated dialogues based on integrated readings, discussions, and experiential
exercises;

» facilitator training and practicum courses for Intergroup Dialogue leaders;

o advanced courses in intergroup relations in sociclogy and psychology;

» consultation and workshops by program staff working with university departments and offices,
tralning programs for staff and organizations, and special campus events;

s 4 resotifce center on intergroup relations equipped with books, articles, and videos en related topics.

A current study of the program assessed a course that included required Intergroup Dialogues. The study
found that the course increasad students’ structured thinking about racial and ethnic inequality, enabled them
to apply this thinking more generatly to social phenomena not explicitly covered in the course, and affected
the kittds of actions students advocated in intergroup conflicts.

Portland State University (Oregon) faculty developed their general education program using research on
student leaming and retention and working with student affairs professionals with expertize in student
learning, group dynamics, peer facilitation, and the development of community and feelings of inclusion. The
program emphasizes the integration of both affective and copnitive modes of learning inte all aspects of its
classes. It strives to overcome the limited epportunity for informal learning and casual interaction
characteristic of urban, commuter campuses. Features of the program include:

s CityQuest, an orientation program designed as an activity in a freshman general education course;

o 2 "leadership cluster" of multidisciplinary upper-division courses on leadership fulfilling general
education requirements;

« Student affairs fellows who teach in the "freshman inquiry" and "senior capstone™ courses,

« Metro Initiative, cooperative agreements with regional community colleges that connect academic
support services and general education coursework across all institutions;

« Capstone, a colinboration to facilitate service-learning within the general education curriculum; and

« Student Snapshot, a student affairs newsletter with information about students to help taculty
understand students' lives.

Since implementation of the program, student retention between the first and second year has increased, the
institution has developed a better sense of who its students are, and it has informaticn on which aspects of
students' learning experiences are more or less effective. Faculty are now more likely to request assistance with
students from student affairs staff and te involve the staff in teaching program courses.

6 Learning Is strongly affected by the educational climate In which it takes

place: the settings and surrcundings, tha Influsnces of othars, and the valuss
accorded to the life of the mind and to learning achlevemants.

The educational climates in which learning occurs best:
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» value academic and personal success and intellectual mquiry;

« involve all constituents -- faculty, students, staft, alummni, employers, family, and others -- in contributing to student
learning:

o make student learning and development an integral part of faculty and staff responsibilities and rewards;

o incorporate student academéc performance and development goals into the educational mission, and assessment of
progresa toward them into unit perforinance.

» nclode subcommunitles in which students feal connected, cared for, and trusted.

To construet an effective educational elimate, faculty and staff collaborators:

build a strong sense of community ameng all instifutional constituencies;

organize ceremonies to honor and highlight contributions to community life and edvcational values;
publicly celebrate institutional values;

articulate how each administrative and academic unit serves the institution's missien; and

share and use information on how units are performing in relation to this mission.

The Youth in Transition Program of James Madison University (Virginia) introduces academically
underprepared minority students to college life begimming in the summer prior to their freshman year. Students
are supported by an intensive, nurturing educational enviromment in which they can overcome prior negative
learning experiences and develop new ways fo succeed in academics. The program, offersd jointly by
university faculty and the Office of Multicuitural Student Services, continues throughout the school year,
Students receive ongoing academic support, educational enrichment opportunities, and mentors, Academic
progress is monitored continuously. Faculty and student affalrs staff work as an instructional team, with
faculty teaching baslc mathematics and writing skills and staff teaching study skills and time management and
addressing issues of independence and self-cenfidence. Students live together in residence halls to establish
peer relationships and work with their advisors through all four years of college.

A study of progtam parti¢ipants tracked their academic progress over a one-yeat perfod. Results showed an
increase in the proportion of minotity students in good standing over the course of the year and a decrease in
the number placed on suspension. Further analysis indicated that a significant proportion of those placed on
suspension were later able to return te good standing.

New Century College of George Mason University (Virginia) coordinates Collaborations: Parmerships for
Active Communities, a combination of programs designed to place students in diverse educational settings.
*Adventure learning" courses, which fulfill the college's requirement for experiential learning, include the
Chesapeake Bay Program and the Bahamas Environmental Research Center, where students engage the
natural environment firsthand and leamn about ecology in the broadest sense, including the people and
cultures that shape the environment. Courses contain both a classroom component and a co-curricnlar final
project. Students also can enroll in skill-based short courses, in learning communities that connect classroom
study with life experiences, or in an altermnative spring break threugh which they contribute to and learn abeut
communities they serve. Students are encouraged to reflect on their experiences by developing portfolios
representative of their work, providing documentation of work in progress, and presenting evidence of self-
reflection on how their learning experiences have evolved. '

Comparisons show that students who have participated in these programs have higher retention rates,
academic performance, and satisfaction with college life than do non-participanis,

7 Learning requires frequent feedback If It Is to be sustained, practice it ls to
bs nourished, and opportfunities to uss what has beeon isarned,.
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The importance to learning of feedback, praciice, and use of knowledge and skills mandates that students be:

« expected to meet high but achievable standards and provided fimely informafion on their progress toward meeting
them;

engaged in a recurting process of correction and improvement;

encouraged to take risks and learn from mistakes;

taught how to be constructive crltles of sach othet's wotk;

required to demonstrate their leaming accomplishments through active problem solving, applying concepis to practical
situations;

refining skills through frequent use; and

» asked 1o test theory against practlce and refine theory based on practlee,

To provide occasions to use and practice what has been learned, faculty and staff collaborators:

» tecruit students with relevant academic interests as active participants and leaders in related campus
life programs and activities;

+ Organize work opportunities to take advantage of students' developing skills and knowledge;

+ collaborate with businesses and community erganizations to match students fo internship and
externship experiences that fit their evolving educational profiles; and

o develop student research and design projects based on actual problems or cases presented by external
organizations to be resolved,

Iowa State University's College of Design and Department of Residence have created together the Design
Exchange, a living and learning experience to promote academic success. The Exchange houses design
students together in a leaming community that includes a design studio and computer laboratory. The studio
is available twenty-four hours a day and serves as the site of bi-weekly sessions ranging from academic
survival skills to portfolin development. Sessions are facilitated by faculty, student affairs, and residence
assistance staff: upper-class design students serve as peer mentors and advisors, role tnodels, and
programmers. Efforts are made to offer out-of-class activities that extend ¢lassroom learning, and to encourage
informal interaction among faculty, staff, and students, First-semester survival programs are followed by more
intentional faculty involvement in the second semester, during which they discuss with students such issnes
a1 design portfolios and career development. The program allows students to create design projécts and
receive continual feedbaek from peers and teachers. The studio space encourages this sharing on a
coopetative rather than a competitive basis,

Preliminary data from a study comparing Exchange students with a control group suggest that students
enralled in the program have higher grade-point averages than deaign students not involved in the leaming
community. Students in the program also repoert higher levels of satisfaction with the university, a greater
sense of community, and improved ability to work collaberatively to find solutions to curricular and sacial
igsues, Students surveyed cite frequent feedback and living together as major benefits of the program.

The undergraduate division of the Wharton School of the University of Penmsylyania has a mission to

educate studenis to become broad-minded, articulate, and effective leaders in the global marketplace. Its
course on leadership and communication in groups is a collaboration between student and academic affairs
designed to serve this mission. It features community service projects that pravide opportunities to develop
and refine leadership skills both inside and outside the classroom. Other cooperative experiential activities
over the course of students' four-year experience include leadership retreats, mentoring programs, skill-
building workshops, a leadership lecture series, the management of forty student ¢lubs and organizations, and
student-run conferences, The academic and student service partnership is supported by tearn advisors, trained
to offer bath academic advice and peer conmsaling. The collabaration also works to temper the highly
competitive business school culture and to foster cooperative community and college leaders,
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Student surveys show appreciation for the school's ability to meet their needs for leadership skills, Students
evahuate the leadership retreats highly. In addition, students frem the school serve an atready large and
increasing proportion of leadership positions in the university's student organizasions,

8 Much learning takes piace Informally and incidantally, beyond sxplicit

teaching or the classroom, In casual contacts with faculty and staff, peers,
campus Iifs, active social and community Involvements, and unplanned but fartlle
and complex sltuations.

Informal and incidental learning is enhanced by:

activities beyond the classroom that enrich formal learning experiences;

an instintional climate that encourages stident interaction related to educational issues;
mentorship relatlonships on and off campus:

chances for students to meet faculty and stallin a variety of settings and circumstances; and
student participation as volunteers and active cltizens in the broader commuuity.

To facilitate informal and incidental learning, faculty and staff collaborators;

« 3ponsor programs for students, faculey, and staff that serve both social and educatiotial purposes;

« Organize community service and service-learning activities performed by faculty, staff, and students
together;

» design campus life programs that relate directly to specific courses;

» link students with peers and with faculty, staff, and community mentors; and

« build common gathering places for students, faculty, and staff.

The First-Year Program at the College of the Holv Cross (Massachusetts) is & thematically based academic
experience for about one-fourth of the first-year class. Each year & new theme {s built arouttd the question
"How then shall we live?" by connecting that question to a specific issue. The theme gives an explicit ethical
focus to the year and is the touchstone for all other components of the program, including a pair of first-year
courses extending through both semesters, a two-semester common reading program, a variety of co-curricular
events with faculty and students, and a common residency expetience. The intellectual community associated
with the program encempasses classroom, studic, laberatory, performance space, faculty offices, and residence
hall. The program extends into all aspects of students’ lives, connecting the learning experience with
fundamental questions about how to live, to be part of 2 community, and to make moral choices. The intent is
to provide shared experiences that embrace the entire first-year environment and in so doing to provide a
framework that promotes informal learning,

Student interviews and institutional records show high levels of participation in class discussion and co-
cutricular events, extensive discusstons outside the ¢lassroom, and a strong sense of community in the
tesidence halls, Compared with other students, First-Year participants had fewer alcohol-related incidenits,
received higher grades, and wera more likely to assume campus leadership positions, to participate in honors
and study abroad programs, and to be active in community programs,

The University of Missour, Columbig creates Freshmen Interest Groups of students enrolled int the same
sections of three general education courses, living in the same residence halls (usually on the same floor}, and
enrolied in a one-semester seminar, The seminar is designed to help students integrate material from the general
education courses and to facllitate informal discussions on issnes covered in the courses. The program's
objectives are to make the campus psychologically small by creating peer reference groups of students, to
integrate purposefblly curricular and co-curricular experiences, to stimulate early registration for related
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courses, and to encourage faculty to integrate course content and actlvities acrass their disciplines. Faculty
and staff jointly plan the program, ccordinate in- and out-of-classroom activities, and champion desired
outcomes and assessment strategies to evaluate the impact of the learning experience, Shared projects and
events associated with the conrses are especially important for promoting opportunities for discussion., Peer
advisors reinforce this learning, serve as study leaders, and use team-building approaches to increass interest
group cohesion. Residence halls have been renovated to offer group study space, classrooms, and computer
laboratories,

In comparison with other freshmen, students in the Freshmen Interest Groups demonstrate higher levels of
interaction and involvement in cellege life in the first and second years, greater intellectual content in their
contacts with faculty and other students, better performance in general education courses, higher grade-point
averaged, and higher freshmen-to-sephomore retention rates,

9 Laarning Is grounded In parficular contexts and Individual experiences,

requiring sffort to transfer specific knowlsdge snd skills to other ciroumstances
or to more geneoral understandings and to unlearn personal views and approaches
when confronted by new Information.

The grounded nature of learning requires that students:

encounter Alternative perspectives and others' realities;

grapple with educational materials that challenge conventional views,

confront nove! circumstances that extend beyond their own personal experiences and that require the application of
new knowledge or more general principles; and

share freely with others experiences that have shaped their identities.

To ttansform learning grownded in particular contexts and individual experiences into broader
understandings, fagulty and staff collaborators:

sponsor events that involve students with new people and situations;

champion occasions for interdisciplinary discourse on salient issues;

Toster dialogues between people with disparate perspectives and backgrounds; and
expand study abroad and cultural exchange programs.

81, Lawrence University (New York) strives for a learning environment that integrates multicultural
perspectives, influences, and ideas throughout the curriculum and the campus commuszity. In its First-Year
Program, students live together in residential colleges and take an intensive, year-long, interdisciplinary, team-
taught thematic course in communication. Faculty members work with student affairs staff to ensure that the
living and learning nature of the program encourages students to reflect on course themes, conflicts arising
in the resldence hal), and connections between the themes and living experiences. A "residential curriculum”
is organized by residential coordinatars, college assistants, and faculty to discuss in class and in the colleges
both predictable and unique stresses in the residence communities, A residential education committes plans
events and designs interventions 1o address student problems and conflicts. Students are expected to think
through and resolve conflicts associated with differences in background, in behavior within the residence
halls, and in scademic perspectives. In doing se, students explore sach other's personal histories, respond to
others' views, and examine the relationship between individual perspectives and knowledge-based approaches,

Detailed evaluation forms ask students about the impact of living with people enrolled in a common course,
the communication and research skills learned, the effects of the multidisciplinary, team-taught course, and the
coverage of residential issues. Dwata indicate that residential goals and communications skills are being
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achieved, Stndents are positive about living with others who share their academic and personal experiences
b and appreciate having faculty involved in their residential lives.

University of Wisconsin, Whitewater has a mission to serve students with disabilities and has had a Tormal
program to provide services for these students for nearly thirty years. [nstructional staff accommedate

! students with disabilities in classrooms, labs, field worl, internships, student teaching, and the workplacs, A
new work experience project offering academic credit has received exceptional support from faculty and

! students. The project brings staff into clese contact with faculty, and staff work with the State Vocational
Rehabilitation Agency fo organize the experience. For many severely and multiply disabled shadents, the work
| is one of the first successful validations of their capacity to succeed and to establish a strong identity. Efforts
are focused on matehing students' needs with a work environment complementing their educational
background and likely to ensure success. The work is an intensive individual experience; however, the
individual leaming is tied directly to interaction with others in the workplace at several levels. It helps to
provide self-definition as a person and to delineate a role and status within the task group, The combination of
the workplace toutine, supervisory and peet feedback, and the duties of the position offer opportunities for
grawth and for eliminating non-functiona! behaviors. The program has proved particularly important for
individuals whose learning styles are not conducive to transfer of knowledge frem one context to another.

At the university, students with disabilities are retained at a significantly higher rate than the institutional
averape for afl students, and they obtain employment at exceptional rates. These results compare remarkably
well with national studies of retention and empleyment rates for disablad students.

Bowling Green State University (Ohio) created its Chapman Leamning Center as a "think tank for learning,” to
experiment with new pedagogies and program structures to engage students in classroom and outside-the-
classroom activities. A freshmen residential program, the Center involves faculty from several disciplines, each
with offices in the residence hall, a hall director and junicr tutors who work with faculty on required anchor
courses, elective courses, and a common learning day. Classes are thematically linked in two anchor courses
gach semester, and center on difficult secial issues during the first term and on aesthetics and imagination
during the second, Freshmen composition courses are linked to these disciplinary courses. Community events
are planned te relate directly to the course themes. Teaching practices emphasize interactive, experiential
activities, learning experiences outside the classroom, ¢rttleal thinking about challenging 1ssues, and support
for leaming by residential staff. Clusses are small, to enable faculty to offer frequent written and verbal
feedback on in-class and out-of-class assignments, Students are encouraged to examine personal beliefs and
values in relation to broader perspectives on social issues, and peer-mediated discussions of soclal

! controversies are featured.

Chapman students show disproportionate satisfaction and adjustment to college life when compared with
other freshmen. They fael less lonely, are more activaly involved in their classes, experience more faculty
approval, and are mote willing to approach faculty.

1 0 Learning Involves the ability of Individusls to monitor their own learning, to
understand how knowiedge Is acquired, to develop sirategles for learning based
on discerning their capacities and limitations, and to be awars of thalr own ways
of knowing In approaching new bhodles of knowledge and discipiinary
frameworks.

To imptove the ability of individuals to moritor their own learning requires that faculty and staff:

« assist students in understanding the elements and structures of learning and the standards for learning
achlievements;

« help students understand their retative strengths and weaknesses in leamning;

o sk students to observe and record their own progress in learning;
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o Use mattiple pedagogies suited to the content or skills to be leamed and reaching students with different approaches
1o learning;

tailor education to the individual learner rather than exclusively providing mass-delivered presentations;

nse educatlonal technologies as a toc] for collaborative learning and encourage reticent studenis to participate;
cultlvate students’ desire to know what they do not know; and

continue to learn what factors affect student copultion and learning and to design learning experiences responsive o
learning differences.

To enable students to monitor their own learning, faculty and staff collaborators:

« help them delineate and articulate their learning interests, strengths, and deficiencies;

« reduce the risk to students of acknowledging their own limitations;

« help students select curricular and other educational experiences covering a broad range of learning
approaches and performance evaluations; and

« create faculty and staff development activities to Jearn about advances in learning theory and practice.

‘The Westemn College Program of Miami University, Oxforg (Ohio) is an interdisciplinary residential college
featuring a ¢ore curriculum in the libera) arts for the first two years followed by individually designed upper-
level interdisciplinary programs of study and a year-long senior project based on all four years of study.
Completed seniior projects are publicly presentsd using a professional conference format and including faculty
respondents from outside the college who have not worked with the students, Two residence halls house the
Scholar Leader program, which combines systematic study of leadership informed by the university's
Leaderstip Values Framework. The purpose of this program is to assist students in taking responsibility for
themselves as a self-governing community of learners, The Framework provides a set of principles for shaping
the university community's understanding of leadership. Its vaiues serve as a guide in working with students
and developing their leadership potential. These values in turn are based on the university's "principles of
liberal learning" and provide for the active translation of liberal education into co-curricular experiences. With
facuity and staff advice, students take leadership responsibility for developing the educational community.

The program has a numher of assessment projects under way, several under the anspices of the student affairs
assessiment committee of faculty and staff, The intent is to document the impact of the program, not only on
students but alse on faculty and staff participants. Measures include quantitative, nationally normed outcome
assessment Instruments and qualitative evaluations based on student interviews, free writing, facus groups,
portfolios of student work, and ethnographies.

The vice presidents for academic and student affairs at William Rainey Harpet College (Tilinois) established a
joint "Statement of Student Success” that endorses two concepts: all students have the right to succeed, and
the college has the right to uphold high standards for achievement. Based on this statement, the college
established a program fo support students at this two-year open-door college with academic preparation ind
counseling services as a way to meet the college's standards and to help them attain success. The college
developed flve standards of academic performance, established requirements for entry into college-level
courses based on level of preparation as determined hy entrance tests, and coupled these actions with an
“intrusive intervention” program administered by the student development office. The intervention program
manitors student course taking and grades. Through computetized tracking and human interaction, students
receive information on their progress and work with faculty and staff to create personalized success comtracts.
These contracts include academic, personal, developmental, and social strategios to assist students making
decisions about college and careers. Individual students’ strategies are recorded and tracked through a
computerized interface with the registration system, allowing possible restrictions to course loads or future
reglstrations, or triggering further interventions when performance falls below standards. Interventions are
mede by faculty and staff, and students are asked to assess their own perfermance and to learn ways to use
the support system to assist them.

hipedfwoww. aghe. orgfreachingttak_free. bm Page L5 of 17
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Survey results over the years document that at-risk students entolled in the intervention program have a clear
understanding of the academic system, know what factors result in low prades, have reasonable plans to
improve their performance, and believe the required interventions will have a positive impact on their future
academic success.

What We Have Learned
Collaborative Futures in Support of Learning

The evolving principles of learning, continually informed by future advances in our understanding and knowledge of the
learning process, hold great promise for improved student learning. By applying these principles to the practice of teaching,
the development of curricula, the design of learning environments, and the assessment of learning, we will achieve more
powerful learning. Realizing the full benefit of these applications depends upon collaborative efforts between academic and
student affairs professionals -- and beyond. It will require attention: and action by all those affiliated with our institntions ag
well a3 by members of the larger community concerned with higher education to ensure that we achieve our mission of
increased highet learning,

We call all those who serve the goals of learning to contribute to these collaborations. We ask that:

Btudents ke charge of their own learning and organize their educationa! programs to include a broad array of

experiences both inside and outside the classroom; become aware of the cumulative nature of their education, and
consequently plan and monitor their development; and establish personal relationships with faculty and staff as an essential
part of thelr education.

Faculty become masters of cognitive studies; develop pedagogy and curticula that draw upon and embody leaming
principles; become involved in all aspects of their institution's community life; and work in partnesship with staff and
community supporters to create learning activities based on the learning principles.

Scholars of cognitlon share their findings widely with faculty colleagues and higher education audiences
and be attentive in their writings to the application of new findings to the conduct of teaching and learming.

Administrative leaders rthink the conventional organization of colleges and universities to create more

inventive structures and processes that integrate academic and student affairs; align institutional planning, hiring, rewards,
and resource allocations with the learming mission; offer profeszional development opportunities for peeple to cooperate
across institutional boundaries; use evidence of studeat learning to guide program improvement, planning ard resource
allocation; and communicate information on students' life circumstances and culture to all members of the college or
university community.

Student affalrs professionals and other staff ke the initiative to connect to each other

and to academic units; develop programs that purpesefully incorporate and identify leaming contributions; and help students
to view their education holistically and to participate fully in the life of the institution and the community.

Alummnl :eilect upon how what they learned in college contributed to their life after graduation and share these

observations with current students and institutional officials; provide learning opportunities and mentorships cutside the
classroomn for students; and contribute financial support to programs offering students the chance to vse their knewledge in
a variety of settings.

Governing boards undestand the leaming enterprise and how the institution conducts it; ask senior managers

htipfwerw, aabe.orgfloachingtak,_froehim Pago 16 ol 17
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for information on how the organizational structure supports leaming and for evidence of learning outcomes; and reward
contributions to learning through promoticn and tenure decisions and in evaluation of the president.

Communlity supporters volunter workplace and other organizational venues for student learning; team

with faculty and staff to design learning experiences in the community or workplace; setve as supervisors and mentors for
student leaming activities; evaluate student performance and provide models of reflective practice in their own professiens;
and help colleges and universities to understand the skills and knowledge needed by their graduates.

Accrediting agencles reguire in their review processes svidence of how institutions integrate learning
experiences across administrative vnits and demand measures of learning effectiveness.

Professional assoclations disseminate best practices of collaboration on behalf of student learning in
their programs, publications, and awards; exemplify the importance of partnerships for learning by establishing cooperative
programs with other associations; and emphasize learning as a field of knowledge essential for graduate students planning

careers in colleges or universities,

Famllles t:cip students select a college or university based on its commitments to learning and student development

and its learning environment; encourage students to choose and participate ina comprehensive program of educational
activities throughout their collegiate experience; and help students to understand the value of reflection and to find time for
concentrated study in their complicated lives.

Govarnment agenclies sponsor research and development on learning; offer incentives to institutions for
new initiatives focused on collaboration for leaming; and require evidence of institutional assessment of learning.

All those Involved In higher education, as professionals or as
community supporters, view themselves as teachers, learners, and collaborators in service te learning.

P —

Membershilp | Home
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Appendix 2: Teaching Divisions of Professional Assoclations and their Websites

The Arts

Art
College Art Association
htp: i collagesrt.orgf

Music
The National Council for Music Education {(MENC)
http:/www.menc.org/

Theatre
Association for Theatre in Higher Education
hittp: Awww .bsu.edufweb/cfa’ATHE!

The Humanities

English
Modern Language Association
hitp:/fwww.mia.org/

Higtory
American Historical Association. Teaching Division
hitp:f/www theaha.orgfteaching/

Foreign Languages
Council for the Teaching of Foreign Languages
http:/fwww. actfl.orgd

Philosophy
American Philesophical Association
hitp:dwww. udel.edu/apa

Religious Studies
American Academy of Religion. Spotlight on Teaching
hitp:/fwww. aar-site.orgfpublications/spotlight'spotlight-prof.asp

The Sclences

Science in General
Project Kaleidoscope
hitp/fwanw pkal.org/eurriculfindex. html

Biochemistry
American Society for Biochemistry and Molecular Biology
hitp:/fwww.asbmb.orgf

Cell Biology
American Society for Cell Biology. Education Comunittee
hitp:ffwww.asch.org/commitees/adeom/index. himl

Celi Biology Educaticn (Journal)
hitpfwww.csllbload.crg!
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Chemistry
American Chemical Society. Committee on Professional Training

hﬂpiMww.acs.nrgfportalthamlatry?P!D=ar,$dIsplay.html&DDC=aducatiun%50cpﬁ350indax
html

Mathematics
Mathematical Association of America. Teaching and Learning
hittp:/fwww.maa.orgh_and_lfindex himi

Physics
American Association of Physics Teachers
hitp/fwww.aapt.org/

The Social Sciences

Compmmumications
National Communication Association, ComResources Onling
httpffwww.natcom.org/etronline/

Economics
American Economic Association. Teaching Resources
hittp:/rfa.wustl.edu/Teaching/index.himl

The Journal of Economic Education
hitp:feranw.indiana.edu/~econed/

International Affairs
International Studies Association
hittp:/fwww.isanet.org/

Political Science
American Political Science Association (teaching tab)
hitp:/fwww.apsanat.org/

Psychology
American Psychological Association. Society for the Teaching of Psychology
http:ifwww.apa.orgfabout/division/diva. htmi

Sociology
American Sociological Association. Teaching Sociclogy
hitp:#wanw.asanet.org/sectionsiundergra.htm)
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1999 Summer Science Research Students

Blackwell, Aaron 8521 Lochnar X % {NBF 020 12358 |3000/800 | x
Bricker, M hrinkar 429 244-6386 Bierzychudell X x |LCSSR 020 t1110{3000/600 %
Broadhurst, Robbld  reb 434 aan2 Mache X x_LCSSR  [020 1110[2000/800 X
Chin, Sharon schin 583 ap64 Witliamne X x (LCS8SR  |020 1110{3000/600 X
Christel, Carolyri | christel | 621 | 8977 Clifton X x__JLCSSH __ |020 1110[3000/600 | x
Clarkson, Kathleen| clarkson | 585 8735 Bakko X x [LCSSH  |020 $110|3000/600 | x
Ellis, Josse clis | 864 | 8677 Cliften x| x |LCSSR 020 1110!3000/600 | x
[Gekiers, David gekiers | - 816 [2868-4910( Mache X x |[LCSSR 020 111012000/600 | X
Fumnmn, Eric eag 1002 | 2818 Duncan x x |AC 020 1613{3500/600 | x
lkas, Nasraen @ telepor] 1215 |524-4124 Lycan X X [Murdock |020 1803|3000/600 X
Kennedy, Scoit  [skennedy| 1130 |246-1480| Duncan X x AC 020 1613|3500/600 | x
Kirkman, Clark okirkman| 1329 8973 Macha 3 x_|LCSER  [020 1110]2000/600 X
Mabes, Laus mabsa | 1480 |513-8817 [Bierzych X x JLCSSH 020 1110[3000/800 x|
“Juscarcha, Bob tamm 1645 | . 8622 Witliams x Xx_|LCSSR |020 1110[3000/800 ! x
. /oraira, Melkesa | mpersira| 1584 | 6702 Scalettar X x |NSF 020 1238[1600/300 | x
Hocks, Lindeay rocks | 1787 | 8413 Scalettar X X INSF 020-1236|1560/300. | x
Smiley, Alaon smiley | 1922 eda Olaen X x |[LCSSR__ |020 111[3000/800 X
Spong, Marle gponyy | 1947 | 8423 Duncen X x_[LCSSR 020 1110(2400/480 | X
Tucker, James jitucker | 2026 | 8807 .| Scalatfiar X X _|NSF _ 020 1236|16500/300 | x
Wilson, Jeremy | jdwllson | 215 | 8391 | Scalettar | x x |NSF D20 1236[1500/300 | x
[Researchers not governex by Rogers Program _

Collord, Jerriit collerd Snodgrass NSF X
Perara, Nick perara | 1591 {245-8435 Kuo PRF 020 1608[3000/600 | %
Rocks, Lindsay rocks | 1797 | 8413 | Snodgrass NSE 1400} x
Smith, Adam aasmith Snodgraza NSF X
Smilh, David damith Snodgrass NSF 1400 x
Spunharg. Shnon sponberg Scalettar NSF 1500
[Wagy, Mark wagy Olsen Pertnere in Sclence |3000/800 | x
Wilson, Jeremy | jdwileon | 2925 | 838 | Snodgrass NSF | 1400} x




1998 Summer Science Research Students

i ng .
Salary/Liv
fessor L Stipand

Glarlcsun. Kathteen| clarkson _Balko X x_[LCSSR__ {000 1010{$30004/600| xx
Collord, Jertiit coflerd ?29 9?‘?—15’?1 Snodgrass | X X |NSF 020 1237 |$3200/$6000 xx
Kennedy, Scolt  [skennedy! 1130 | 8676 Duncan X x |LCSSR 000 1010153000600
Les, T. Ray tdee | 1460 |646-4487! Abela X X [HesCotp |020 1628 |$3500/$800 XX
Macinnes, Daryl [macinnes| 1291 | 8685 | Snodgrasa | x % |LCSSH {1/2000 1010(31500/$300] xx
McBride, Kathleen | mebride | 1338 | 8508 Blerzychudekl x x_|LCSSR 0001010 $3000/8000|
Meliza, G. Dan___{ mellza | 1507 |977-2764| Lochner | x | x [NSF 020 1236 [$3000/5600]
[Mishina, Yull ymishina| 1637 [844-7080| Lycan X x  [Murdock [020 1803 [$3000/5800
Perela, Mellssa  [mperelra] 1584 | 8702 | Snodgrass | x LCSSR (1/]000 1010[$1500/$300]
Perera, Nick perara | 1501 p434 Kua x % _[LCSSR _ |000 1010 F3000/5000] wx
Robineon, Sean sy 2041 | BO3B Abele X % _[|ReaCotp  |020 1628 |$3500/5600] XX
Sagerson, Holly [sagerson| 2106 | 8328 | Lyocan X X - |Mundock |D20 1603 |$3000/$800| xx
Stolth, Adam aaemith | 1790 | 8382 | Snodgrass ; x X _[NSF_|020 1237 [$3200/5600 XX
Weiland, Ann | welland | 838 |248-8412[Blerzychudeld- x | x [LCSSR 000 1010{$3000/5600
Wilson-Seppa, Mid|_midorl | 1157 |916-4444] Relness | x | x |AmHeart Assoo  [$2000/$400) xx
Wulf, Carolyn wuli | 2231 | 8008 | Duncan X x__|ECSSR__ 000 1010[$3000/5600] xx
Youngman, Jeesicgyoungman 2052 }452-1718 Bierzychudeld  x x |LCSSR 1000 1010 $3000/$600




Stucdent Interns - LC Summer Research Program 1897

Youngman, Jeasica

Name emall __|boX | supetrvisor _[emall funding |
Azar, Joseph jazar 311 duncan [duncan  [murdock .
[Eeathe, Johaihan beathe | 384) duncan__[duncan __|murdock
, |Gutlﬁr=ngan - cutler 586} scaleftar [bethe e
Dlon, Danlells ddion 652] relness  [reinezs  Imurdock
QGasser, Dante 1012} bierzychudek |bierzych |.
[Higa, Jose jhiga 1222 balke  jbalko murdock
gon, Coby coby 1041] anodgrass thbhs rmrdock
Ray trlee 1480 = abels abele mundock
Lopez, Anthony alopez | 1208 brolde brokla murdock
Meliza, C. Danlsl meliza [1567]  lochner _ |lochner -
Rager, Nicolle rager  11984] brokls  |brokle  |murdock
Robinson, Sean S 2041 dbale _|abelo murdock
Schutze, Chris achulze | 298] randall _|randall
Severson, David peverson |2138]  bako  |bako  [murdock
Smith, Adam _gasmhh  |1798] ancdgrass |bbs
Smith, Thomas X Ing 1809] snodgrass_ [hbs
[VanderJaci, Androw amv__ |2088]  randalf _ [randail
Fﬁﬂa‘nd_, Annle weiland | 838| bierzychudek [bierzych
Wilson-Seppa, Midori midorl  [1157{  reineas’ |ra|nasa murdok
youngman {2052] bl ¥erzych




1696 Summer Science Research Students

ampus Congrat
Phu Professor ] Letter :

Barnes, Laurie hames X X Petro. Res
Berezin, Josh josh 351 8591 Smdgmas X X NSF_

Covington, Michael mic 1045 .223-5481 Reiness X ¥ Murdock

Cutler, Bryan cutler 586 8396 Scalletar X X

Dayal, Dhruy dayal 618 8546 __Kuo X * Murdock

Dion, Danielle ddlon 652 8471 Relness | o X A, Heart Assoc,
Egge, Leanhe leggent 1164 452-7048 Lochner X X NSF

Flilbach, Misty filleach 1223 B35-7473 | Scallelar faxed x ,

Jorgenson, Colby colby 1041 771-2505 Sriodgrass X X Murdock

Kuhn, Sam kuhn 1666 452-7374 | Lochner x X NSF

Lindaroth, Diana linderth 1718 8458 Brolde x X Res. Corp.

Lopez, Anthony alopez 1208 £8301 Brolde X X Murdock

Plco, Stacey pico 1851 A4A-BH60 Kuo x o Murdack
Sedgwick, Sarah sexlgwick 1771 8522 Bierzychudek X X |OR Comm. Found.-
Smith, Adam aasmith 1799 8636 Snodgrass X X [Murdock |
Stiftler, Jared etiffler 2207 8438 Bierzychudek | - faxed X OR Comm, Found.
Walker, Jeasica fwalker 1962 8934 Keody i S Murdock

[Wang, April wang 1973 8351 Keeady X X  |Murdeck
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Appendix 5: Readings and Websites Related to Undergradunte Research Experiences

References

Goodwin, L., Miller, J. E., & Cheetham, R. D. (1991}, Teaching freshmen to think—does selive learning work?
BioScience, 41, 719722,

Light, R. I. (2001). Making the most of college: Students speak; their minds. Cambridge, MA: Harvard
University Press,

Mervis, 7. (2001). Student rescarch: What is it good for? Science, 293, 1614-1615,

Reisberg, L. (1998). Research by undergraduates proliferates, but is some of it just glerified homework? Interest
in students’ projects prows as universities face criticism over teaching. The Chronicle of Higher
Education, May 22, 1998,

Joint Task Porce on Student Learning (1998). Powerful parterships: A shaved responsibility for learning.
{American Association for Higher Education, American College Personmel Association, National
Association of Student Personnel Administrators) June 2. thttpsfwwrw.aahe orgiteachingftsk_froe.ht)

General Websites:
Carnegie Mellon Undergraduate Research Initiative:
hitp: /A . omueduw/admduri’
Council on Undergraduate Research {CUR):
http /e .cur.ongf
Joint Task Force on Student Learning:
hitp:ffwww.aahe.crgAeachingisk_froe him

Journal of Young Investigators (Undergraduate, peer-reviewed science journal ):
Wyl org

Nationat Coaferences for Undergraduate Research (NCUR):
hitp:f/www.ncur.orgf
Examples of Undergraduate Research Programs (almost exclusively in the sclences):
At larger colleges and universities.

Summer Undergraduate Rescarch Experience, UNC, Chapel H]Il
hittp:/fwewnw. med, une. edu/prbb/sura. him

University of Miami's Rosenstiel School of Marine and Atmospheric Science:
http:/fwww.rsmas.miamb.edwgrad-studles/sumfisl. html

University of Minnesota:
http:/fwww.chs.umnedu'summer_research/

University of Texas Medical Branch (UTMB) at Galveston:
http-#gshs.utmiy.aduaurp/

University of Delaware:
hitp:fhrww.udel eduUUR/

At smaller colleges and universities:

Miami University Sutnmer Scholars Program:
hitip: /e muohio.edufundergradresearch/usse/
Harvard University:
hitg:/faww hms. harvard  edu/dms/diversity/shurpintro. himl
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Lewis and Clark College: John 5. Rogers Science Research Program
http:fivewew. fotark.adu/~mnad/rogers.htm

Lewis and Clark College: Behavioral Health and Social Paychology Labs Team Model
hiipfiwwwe Jolark. adw/ ~jerusha/bhemodsal htm

At independent labovatovries:

Cold Springs Harbor Laboratory
hittp:/fwww.cshl.org/URPsite/URP.html

Department of Energy Undergraduate Program
http:/feww.scled. science.doe gov
Mayo Clinic:
hitpffwww. mayo. edumgsiaurt, him

NASA:
hitpfeducation.nasa.goviusrp/
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Appendix 6: Pre-major advising versus major advising: Combined tenure and unfenured

Jacully priority rankings

work with advisees?
L = ¥ery Low Privrity

2 = Low Pricrity

3 = Moderate Pricrity

4 = High Pricrity

5 = Very High Priority

How much priority do the following activities receive from you when you

PRE-MAJOR MAJOR
Mean Mean
(5.D.) s
pet. dor s pct. 4 or 5
472 4.57
L{ (.575) {631
et with advisees during registeation 96.1 833
4.57 4.60
{.589) {.626)
Help advisees select courses 4.8 94,7
350 446
(.852) {.613)
Help advizsees plan their four vears at Lewis & Clark 533 4.4
3.27 3.26
(1.007) (Lo
Help udvisees to appreciate the poals of a liberal asts education 40.3 8.6
4.07 4.16
(.78 (.81
Talic with advisees about their academic interests and abilities 76.7 716
3.z2 3.88
(969} {.954)
Talk with advisees about their life goals o4 697
243 2,79
(.956) {1.104)
Advise students on personal, nonacademis matbers 104 23.0
2.98 4.13
(.B51) {691}
Advise students on career plans 237 752
3.66 343
(919 {1.03}
Provide information about college policies, procedures, resources, and programs 559 44.7
3.57 3.43
(.B47) A{1.00)
Make referrals to other college services 494 44.0
3.23 .83
(952} (1.026)
Beet advisees at times other than réglstratiom 40.8 64.2
340
(.873)
Aggist advisees in choosing a major 36
2.51
{007}
Help advisees find an extracurricnlar connection with LC 10.4




COT Draft Raport-—p. 82

Appendix 7: Pre-major advising: Comparing the priorities of tenured faculty with those

of untenured faculty

with advisees?
1 = Yery Low Priority
2 = Low Priority

3 = Moderate Priority
H = High Priority

5 = Very High Priority

[How much priority do the following activities receive from you when you work

TENURED' | UNTENURED
pot. 4 or 5 pct. 4 or 5
pleet with advisees during registration 24.3 954
|Help advisees select courses A 10§.0
Help advisees plan theie four years at Lewis & Clark 36,4 45.5
Help advisees 1o appreciate the goals of a liberal arts education 364 30.0
Talk with rdvisees about their academic interests and abilites 76.4 773
Talk with advisees about their life goals 32.8 45.4
Advise students on personal, nonacademic matters 55 227
Advise pludents on career plans 27.8 13.6
Provide information sbout college policies, procedures, resources, and programs 527 63.6
referrals to other collegs services 41.8 68.2
Bleat advisees at times other thap registration 37.0 0.0
Assist advisees in choosing a major 418 40.9
Ip advisees find an extracumicular connection with LC 7.2 13.2




