SECTION VI: Additional Reading

The following documents might be helpful as backaebinformation for our continuing
discussion about our new curriculum. They are idetlonly in an email version of this booklet.

Lang’s call for liberal arts colleges to returrtheir original mission by reinvigorating its “civic
dimension” in his essay, “Distinctively Americanhd Liberal Arts College” (1999), may be a
helpful framing device for faculty seeking a morgcalated foundation for basing our new
curriculum on the principle of engaged citizenshisimilar theme is struck in a recent
interview with former U.S. Senator Bob GrahanThe Chronicle of Higher Educatiq2009).

Weiner's list of best practices in her essay, “Blshing a Culture of Assessment” (2009),
should be compared with our own assessment planegedt work in assessment. It supports
our attempt to measure our progress towards actyeuir goals in general education and our
proposed approach.

Barbara Wright's articles on direct and indirectessment are the foundation texts for the
information presented by the Assessment Workingu@ro



Daedalus Wntr 1999 v128 i1 p133(1)

Distinctively American: the liberal arts college.(Distinctively American: The Liberal Arts
Colleges) Lang, Eugene M.

Abstract: The issues concerning the relevance to socidipefal arts colleges are addressed.
The traditional mission of liberal arts collegegi@mined in light of present trends that seem to
undermine the continuing viability of that typelagher-education institution.

Full Text: COPYRIGHT 1999 American Academy of Arts and Scesnc

Patents on the traditional mission of liberal @dsication have expired. Generic versions of that
mission are now regularly included in even the nspgtcialized undergraduate curricula. In the
marketplace, meanwhile, the undiluted liberal axgerience is battling the pressures of
escalating costs, rising tuitions, and increasiagpands for career training as a primary
component of undergraduate study. These pressiores \&eigh heavily on the future of
independent residential liberal arts colleges. Hmuetheir impact is compounded by the
contemporary environment of social change and saaemands. As a result, the educational
estate of these colleges is being fundamentalljfestged and their continuing viability seriously
threatened.

This essay will address the following questionsview of their acknowledged problems, have
liberal arts colleges lost their relevance andrdytin terms of their traditional mission as
liberal arts colleges, face extinction? If so, #mel "natural selection” process is allowed to
proceed, does it matter? If it matters, why? Whattlae options for survival? And would
"responsible citizenship," as an active ingredieantribute significantly as a force for breathing
new life and viability into the liberal arts misai®

There are some thirty-five hundred colleges andaersities in the United States. Under
sufficiently elastic criteria, about eight hundifdhese might claim a liberal arts identity and at
the same time qualify as "independent” and "residehHowever, the latest Carnegie
classification lists only 125 colleges as baccalate (Liberal Arts I) institutions, that is,
"primarily undergraduate colleges with a major eagt on baccalaureate (liberal arts) degree
programs.”(1) The list does not include doctoralersities that offer baccalaureate programs or
colleges with baccalaureate programs where fevear 40 percent of graduates receive liberal
arts degrees. While this essay is focused on tbealeureate (Liberal Arts I) group, in obvious
respects its comments apply to higher educatiorerboadly.

While sharing the Carnegie liberal arts classifaatthese 125 colleges differ greatly in their
characteristics of smallness, independence, acaderdinonacademic programs, resources, and
facilities. It is also noteworthy that only onelegle in this group was founded after 1950 -

while, over the same period, the total college pefpan of the United States almost quintupled.
Further to the point, since 1950 many liberal adaieges have closed their doors or sought
survival by merging or abandoning their liberakadentity, while the number of four-year
colleges offering the bachelor's or first professicdegree as their highest degree declined by
more than 12 percent.



THE HISTORIC LIBERAL ARTS MISSION

Liberal arts colleges - like many other colleged aniversities - have their philosophical roots
in a tradition that began in New England over threedred years ago with the establishment of
the first enclaves for educating privileged whitaeles. Their select young students were
groomed in a tightly disciplined Anglo-Saxon edimaal tradition that was presumed to instill
qualifications for leadership of a theocratic conmityy While imparting knowledge, their
academic regimen was also intended to develop palsbaracter and intellect - to turn out
what continues to be confusingly styled "the whmeson,” prepared to function knowledgeably
within a framework of civic responsibility. Woodrowilson, as president of Princeton, referred
to this tradition when he spoke of "the generousmuthen established in the college between
the life of philosophy and the life of the state'the early years of this country.(2)

Today, unlike their forebears, liberal arts college not as a general rule feel impelled to
exercise a proactive role in preparing studentséovice in their communities. Contemporary
liberal arts curricula are seldom designed to imm@et that civic dimension of their missions by
reaching beyond the campus environment. Rathesctmus of their established prestige and
historic role in higher education, they are sulistiiy consumed by internal academic agendas.

This change came about over the past 150 yearsasiéa's steadily expanding population and
evolving agricultural-industrial-service economyngeated new educational demands.
Institutions of higher education that were estélgtsto satisfy these demands included land-
grant colleges, vocational schools with scienceengineering disciplines, research universities,
and graduate and professional schools. While higtiecation was thus becoming more integral
to American life, liberal arts colleges continueddcus steadfastly on their traditional curricula
and became more and more detached from the commiihigy came to be virtual academic
islands that regarded applied learning as someddtasse.

Reformers of liberal arts education have considénedeed for adapting attitudes and curricula
to encourage more significant relationships witmomunity problems and social change. Indeed,
college years now abound with serious discussindgandom initiatives of voluntarism that
evidence social concern. Issues of diversity, roultuiralism, poverty, freedom of speech,
empowerment, environment, demographic and econohnginges, affirmative action, gender,
and equal opportunity permeate the curricula ohtlmanities and social sciences. Qualities of
responsible citizenship as demonstrated by stuslggdagements with social issues are
applauded; but rarely do colleges engage thesessauvays that meaningfully prepare students
for active roles as citizens in recognizing, untierding, and responding to them.

The social philosophy of Plato, with its mandater&sponsible citizenship, is recognized as a
building block of the liberal arts canon. The stiateission of virtually every liberal arts college
attests to this. However, while professing allegeato the canon, liberal arts curricula are not
explicitly designed to inculcate qualities of civesponsibility, that is, to impart the knowledge,
understanding, and ability to make thoughtful atidcal judgments of social issues - to feel the
motivation and moral responsibility that encouragestructive participation in a democratic
society. Liberal arts colleges seem content toypnes with some justification, that the



traditional liberal arts education in itself infesgpecial qualities of citizenship into student
psyches that eventually emerge in various wayoagmduate dividends to society.

The limited civic responsiveness of liberal arthezges may in part reflect a muddled
understanding among their constituencies - admatien, faculty, students, trustees, alumni - of
the social issues and the "buzzwords" by which @reyidentified. It may reflect ethical
uncertainties and substantive disagreements issiagethe relevance of the issues to liberal arts
education - or, in any case, the priority of tr@#ims to attention. It may reflect fears of gegtin
trapped in positions where responsive actions nogbeh a Pandora's box of more serious
problems and controversial reactions. As Gregoiyriace, Jr., wrote, "Educating for civic
responsibility is educating for changes, and task treates tension, resistance and even
anger."(3) Finally, colleges may fall back on theimalist concept that "learning for its own
sake" needs no extracurricular rationale.

Whatever the explanation or excuse, the disengageoheolleges does not reflect the readiness
of most of their students to initiate or becomeoired in social causes that touch their idealism,
emotions, or sense of justice. Arthur Levine hasted out that 64 percent of all college
students are currently involved in some form of oamity-service activity.(4) However,

lacking an institutional imperative, these actastiare mostly random off-campus extracurricular
ventures that are peripheral to academic prograndgrtaken with insufficient understanding of
the problems they address and the qualificatioesl@e for dealing with them. Their goals often
lack definition, criteria for evaluation, mechansfor continuity, and responsibility for
accomplishment.

Issues of citizenship and social responsibility &tipall colleges and universities - their
governance, budgets, staffing, internal relatignshand academic life. They provoke the
collision of diverse perspectives and perceivedrggts of faculty, administrators, students,
trustees, and alumni. Most of these institutiomsiarsome measure shielded from the impact by
their institutional characteristics, their currigubrientations, and their positions in the
marketplace. Academic programs that are heavyarstiences, research, or professional and
vocational training can dull the cutting edge ofiabconcern and temper motivation for activist
diversions.

Independent residential liberal arts colleges, dmtr@ast, are by their nature uniquely vulnerable
to these collisions. Smallness and limited resaiooenpound the difficulties of maintaining a
liberal arts character as they try to contain @oazmodate the insistent demands of diversity,
financial aid, alternative lifestyles, new techrglocommunity relations, and requests for
student services. For these live issues and othatsouch directly upon questions of citizenship
and social responsibility, procrustean responsesraplish little and may even exacerbate the
problems.

Beyond issues associated with socially responsitileenship, liberal arts colleges also have the
problem of sustaining their traditional academiareicter in a competitive environment in
which, on the one hand, they have lost the exdlysdf their liberal arts franchise and, on the
other, more and more of their prospective studesist on undergraduate education that also
offers attractive vocational substance. This istaguggest that the value placed on the liberal



arts has diminished. On the contrary, and perhaphé very reasons that threaten its future, the
educational preeminence of the liberal arts camuhdcbe more important than ever as an
attribute of democratic culture and a qualificationleadership. Indeed, as professional and
service activities have become major growth seabtse American economy, a liberal arts
degree has come to be regarded as a valuable @mmdeskential employment qualification for
future managers.

CHANGE: A LIBERAL ARTS CONSTANT

Like most systems that relate to intellectual origgal life, liberal arts education must
periodically refresh the substance of its missiamst immediately by adapting its content and
structure to address the needs and objectiveslefmcratic society that has undergone and
continues to undergo major transformation. Thereifing new about this. Pressures for
change have been a historic constant in the litébaral arts colleges. Among many influences,
the innovations of prominent educators - such aarl€s Eliot, John Dewey, Frank Aydelotte,
Alexander Meiklejohn, and Arthur Morgan - plus terennial need to recruit the next class of
qualified students have stimulated colleges toaedpn various ways.

Claims to elitism have become more restrained. idsgatory practices are much less apparent.
Visible evidence on campus of racial diversity imast. Rights and considerations of gender are
generally respected and substantially accommodatedrnucopia of curricular concepts have
entered the liberal arts lexicon - " free electjVédistribution requirements," "cores," "majors”
and "double majors, "minors," "concentrations,'témships, "honors," and "interdisciplinary"
activities of all types. Curricula have been maatifio dilute the European tradition of Platonic
idealism with the American tradition of philosopalipragmatism. Thus, they now offer more
languages (often without Latin and Greek), somewhedter cultural diversity, updated and
revisionist reading lists, and larger doses of ltbéhsciences and professional studies. On the
negative side, as rising operating costs have cangexd the urgency of recruiting an adequate
student body in an increasingly competitive marketny colleges - especially those with
severely limited financial-aid budgets - must cowltgvith the questions of economizing on
instruction and lowering standards of admission aratlemic performance.

Like all colleges and universities, liberal artdl@ges in recent decades have also been obliged to
cope with burgeoning external forces - new andlehging frontiers of knowledge and
communications, dramatic new learning tools, maiatee and obsolescence, global
considerations, increasingly diverse constituenarestheir growing service demands.

Thoughtful responses to these forces have rareheamasily or uncontested. Responses are
tempered by the need to surmount barriers of acadammcess and prerogative, sensitivity to
relationships with peer colleges, costs and finaganternal conflicts over the allocation of
resources, strong individual biases, and the viseef tradition.

There are also strong internal forces, with noneenpowerful and insistent than the faculty.
Adam Yarmolinsky rightly depicted faculty as thgilative body of any college.(5) Without
their consent, no program of instruction can bereffi, no student can graduate, no faculty
member can be hired. Their prerogatives and theay of their disciplines, matters of tenure,



maintenance of quality, and intramural competifimnresources are influential ingredients of
just about every curricular and institutional pglaecision.

Liberal arts colleges boast faculties that ardrdisished by sustained dedication to
undergraduate teaching and the values of a traditideral arts environment. As Vartan
Gregorian put it, "At the heart of liberal educatis the act of teaching."(6) However, many
good teachers have been gravitating toward thdadty@and monetary rewards of specialization
- committing themselves to increasingly narrow segts of their disciplines, giving their
research priority while offering only part-time insction to students. Absorbed in their
disciplines, more and more teachers confine tlesiponsibilities to the classroom and
laboratory, competing for student majors who catré@ed according to research needs with
slight regard for the content or direction of theimacademic lives. Frank Wong observed that
such specialization geared to "careerism and cted€his a very serious concern when, narrow
and dominating, it becomes disconnected from huvadures, social needs, and the personal
development of students.(7)

No less than faculties, administrators and trustédiberal arts colleges also find themselves
turned inward. Except when associated with campees; concerns over issues of citizenship
and social responsibility are understandably disgaleby operating and budgetary priorities.
Published mission statements and annual reporissalimvariably include references to these
civic issues. However, such language usually rgmtssa ritual of righteous rhetoric rather than
functional liberal arts credentials. The rhetouggests de facto decisions that, beyond
organizing the intellectual life of students, cgks do not accept a responsibility for cultivating
responsible citizenship.

REVITALIZING THE FUTURE OF LIBERAL ARTS COLLEGES

Leon Botstein asserts that the organization of kadge and the modes of transmission are
inherently part of a fabric of social ideas andac{8) Drawing on management guru Peter
Drucker's statement that the purpose of any org#iniz can be found outside of the
organization, James Mingle maintains that whiletthdition of an institution gives it strength,
external engagement governs its future.(9) Theatper agendas of liberal arts colleges are not
consistent with these precepts. If liberal art$eg@s as such are to retain a significant role in
higher education, they will have to redefine theissions in contemporary terms. Beyond
rhetorical therapy, redefinition will have to inv@la philosophy of enlightened self-interest that
clearly makes "social ideas and action" and "extieengagement” the subjects of aggressive
attention. It must effectively associate both insidnal and student objectives with those of the
community and responsible citizenship. To achiéneedevelopment of students as the "whole
persons" that liberal arts curricula are said tend, classroom and campus boundaries must not
limit institutional responsibility for intellectuarowth and academic experience.

The philosophy of liberal arts is the philosophyaademocratic society in which citizenship,
social responsibility, and community are insepa¥alBh educated citizenry is the essential
instrument for promoting responsible social acaod community well-being. It is characterized
by an ongoing effort to develop informed, humama houghtful judgments of social issues and
to act appropriately on these judgments. Such sssway be identified by their impact on the



rights and well-being of human beings, their relaships to the community, the environments in
which they exist, the rules by which they are gaeel, and the equity with which they apply.

Some 150 years ago, Alexis de Tocqueville, commgrin the qualities of citizenship,
observed that, unlike peoples of other countriesgAcans as individuals took a particularly
active responsibility for the well-being of therighbors and their community. Since then, the
massive demographic, cultural, and economic chaoigéss country's expanding and
increasingly diverse population, together with fibrees of new technology and globalization,
have eroded this characteristic. Most people nowt te ignore or reject more than casual
involvement with social issues that they do notpefe as affecting them very directly. Respect
for the rules, processes, and institutions of amakratic society has been largely displaced by
suspicion and cynicism. Popular sentiment has bedaoreasingly disenchanted with politics,
political decision making, and the quality of pai#tl leadership. So pervasive is political apathy
that it is unusual when even half the citizens whjwy the right to vote do so in an election. The
bonding sense of pluralism associated with Amesigglting-pot tradition has been abraded by
multicultural separatism that is often blind to igdthvalues. The causes that inspire strong civic
reaction today are often thoughtless and narrowdliestrated "us versus them" expressions,
most notable for their qualities of cultural biagjorance, or lack of understanding among
community groups.

These conditions also point to major deficienciethe responses of American education to the
needs of a vastly changed society. By almost atisstal measure, the public education system
- indispensable to the existence of a free demiesatiety - has deteriorated. Especially at
primary and secondary levels, it fails to meetatlacational needs of youth who must learn to
live their lives in a society very different fromdt in which their parents came to maturity.
Almost half the children who started school thiaryeave no credible expectation of a college
education - and this in an era when 80 percenll oks jobs require entry-level skills

equivalent to at least two years of college. Amotiger negative consequences, these
deficiencies have greatly restricted the numbestwdents who qualify for higher education - a
consequence of particular severity for liberal adieges.

Higher education, generally, and liberal arts g@lg specifically, have done little to help rebuild
the condition of the nation's educational systeranftheir prestigious position at the top of the
educational ladder, colleges and universities gdlydnave shown little disposition to reach
down with sustained commitment to help make thal fmtocess of education work effectively

for everybody. There has been no long-range cotiperautreach geared to the assumption that
"a rising tide raises all ships." Rather, the raéorg efforts of institutions strive to compete raor
intensively within the limited pool of qualifiedigtents who are able to climb the educational
ladder with minimal supportive intervention.

The undergraduate years are the most fruitful ; Boxdnost students, the last - period for
nourishing their ideals and expanding their sgo@bpectives and intellectual horizons in
preparing for their eventual places in society. Wer the nature of the institution or its
curriculum, the processes of undergraduate edurchtth in and out of the classroom should be
designed to enrich the experience of students ¢uyl¢ating democratic values, respect for the
institutions of democracy, ethical perspectivegicaiuty, and social responsibility. As a



distinguishing element of their mission, liberatisazolleges can take the leadership in making
this happen.

AN OPEN-ENDED CHALLENGE TO LIBERAL ARTS COLLEGES

The development of curricula and delivery systeangfoviding such enrichment is a general
and open-ended challenge to higher education. Athdigher education institutionally would
surely applaud such objectives in principle, madlieges and universities are likely to find the
challenge intimidating, impractical to implementadfordable, or beyond their educational
charter. Few would willingly recast their educatbprograms to satisfy intangible and perhaps
controversial social objectives that may seem rerfroim current academic agendas. Some
might insist that their existing agendas alreacsl ddequately with civic concerns.

Liberal arts colleges cannot so readily dismiss ¢ghiallenge. For one thing, to do so could
properly be regarded as disavowing a moral respoitgiand repudiating their traditional role

in higher education. For another, there is thersBpious fact that major social issues bound up
in the challenge include some that liberal artéegals must in any event confront - if they are
not already trying to do so. But especially impotta would squander their special
qualifications for meeting this challenge.

Liberal arts colleges are natural laboratoriesufwtertaking long-term institutional commitments
to serve social objectives. They are relatively bganeous bodies and free from crosscurrents
of interests and territorial imperatives that clotegdze the operations and politics of large
university complexes. As small communities in tlweim right, these colleges provide favorable
environments in which to develop and test elemehtsirriculum and related programs for
making responsible citizenship a meaningful padmdergraduate experience. When undiluted
by vocational priorities, their academic domain aathpus attributes provide opportunities to
encourage thoughtful and creative initiatives. Thberal arts disposition tends to be responsive
to projects that associate intellectual commitnvattt human concern - an association that
propels social action. They are practiced in cairsgilnd cooperating with their internal and
external constituencies when considering and aagrgut major policy decisions and
commitments. As Michael Sandel has noted in substdiiberal arts colleges are positioned to
develop "the capacity of individuals to balancevi@lual and community responsibilities, civic
responsibility against individual freedom, and @daral aspects of institutions with the content
of their mission and program.”(10)

Taking their problematic future into account, lilearts colleges may well regard the challenge
of enriching American education as a special oppaty to reconstitute the viability of their
historic role in higher education and their distioc in the marketplace. Instead of seeking
survival by compromising their mission and adaptimgjr character to more merchantable
denominators, liberal arts colleges can find netality and appeal by adding responsible
citizenship as a discrete undergraduate dimen€bwuiously, the dimension will not, like
Athena from the head of Zeus, emerge on any caepasfully fashioned creation. Rather, over
time it will develop incrementally in substance aff&ctiveness from the initial projects and
programs and the related collaborations amonggeiéand community constituencies.



Moreover, packaged with the experience of orgagiaind administering them, programs and
related projects could, as tested models, becomiéhble to all colleges and universities for
adaptation and replication.(11) With the galvaniftuience of success, these models of liberal
arts experience could do much to encourage otkétutions to bridge the critical gap between
approval of program objectives in principle andipes engagement to achieve them. In effect,
the challenge may be said to offer liberal artéeg@s the ultimate opportunity for institutional
revitalization by serving what has become this ¢gishighest priority: to assure a genuine
opportunity for a quality education to every chilidis important to realize that every major
problem America faces - political, economic, soeil at least in part rooted in the disarray of
American education. According to a U.S. Departnwériiducation survey published in 1993,
over one-third of this country's adult populatisrfunctionally illiterate - a condition that must
surely be reflected in the nation's productivitypeomic growth, racial disharmony, poverty,
crime, competitive position in world markets, aotlimately, its viability as a free democratic
society.

AN AGENDA FOR ACTION

There are many paths to responsible citizenshi,gs there are many ways - instructional and
experiential - to cultivate its qualities. As ariteg point for making responsible citizenship a
substantive element of undergraduate experiendiéicpbscientist Benjamin Barber provides a
broad blueprint of the qualities desired: "The idhess to engage in public issues (which
grows out of self-esteem); empathy and respedliftarences; commitment to nonviolence and
conflict resolution; and the ability to analyzeanhation, evidence, and argument."(12)

| do not profess expertise or presume upon prajaasprerogative by prescribing details and
process for teaching and cultivating these qualitiowever, John Dewey prescribed three
essential elements: it should engage student®iautrounding community; it should be focused
on problems to be solved rather than academicptisei and it should collaboratively involve
students and faculty.(13) Within this prescriptipmgrams can be planned to provide
opportunities for constructively expressing theaigam and socially driven energies of students,
joined with the experienced guidance of facultyctsprograms could foster socially oriented
collaboration and volunteerism within the institutiand community. As Alfred H. Bloom wrote,
such programs should "educate students for theddiethical intelligence that is required for
our time, to transform values to strategies foiaahange, [and] to provide exposure to [social]
problems so vivid that it will develop in them gelong commitment to respond.”(14) There is,
however, one major caveat: without infringing ugrst amendment" rights, the form,

direction, content, and conduct of programs mustdresistent with approved institutional
policies.

Thus envisioned, the undergraduate learning expegiéor responsible citizenship would
function in three contexts:

In the classroom. Courses on citizenship can téacheaning philosophically and practically.
They can foster an understanding of the fundameigalficance of pluralism in society - to
appreciate the common values of diverse culturdd@nespect their differences. Students can
learn to take pride in their ability to contributeefully to public affairs, to believe that theyca



make a difference, and to recognize the importahexperiential learning. Faculty can relate
elements of existing courses in their discipliresivic issues for student consideration. Students
can be encouraged to ask penetrating questionieamdto communicate effectively with
understanding and respect for the sensitivitidadi/iduals and groups.

On the campus. Aspects of citizenship and socggdamesibility associated with living together

on campus and the problems of institutional lifa ba subjects for communal discussion and
resolution. They can be central considerationstat#ishing facilities, organizing and extending
campus activities, and stimulating student inf@s. They can promote interactions among
interest groups. Campus publications, special reegand involvement in conflict resolution

can promote thoughtful intramural dialogue on aspetcampus activities and policies relating

to concerns such as diversity, multiculturalisntjsm, harassment, social conduct, and academic
performance.

In the community. Local communities provide collegéth a broad range of options for
program-related projects and an opportunity forgmative initiatives. Projects can be long- or
short-term undertakings and associated with classistudies. Areas of outreach, whether local
or distant from campus, can include educationgtheronment, health care, economic
development, cultural enterprise, and social sesviProjects can be internships or established
community actions that invite college participatidimey may network with established public-
and private-sector educational and social serviograms, or join in establishing new ones.
They must have reasonably defined parameters ywébified objectives and competent
oversight, as well as providers with performanapoasibilities who are or can be qualified to
fulfill them. Moreover, well-intentioned though thenay be, projects must be more than
extracurricular "feel good" exercises that coniitlel benefit, and that may be seen as superficial
or patronizing.

AN AGENDA FOR COLLABORATION

For programs to be effective, colleges must froeliaginning seek to establish collaborations
that relate to each of the three contexts of pragsperation - classroom, campus, and
community. These collaborations are needed to iboriér useful experience and judgment in the
planning, organization, and oversight of programdg f@r dealing with related problems and
policies. Collaborators must fully understand thegoam, recognize the significance and
credibility of its objectives, know what is expedtef them, and demonstrate enthusiasm for
being part of it. They can have an appropriate irolgrogram governance.

Upfront collaboration that represents participatdihe entire college community is
fundamental. Each in their own way, administratéasuylty, students, trustees, and alumni - as
individuals or representing a constituency - camticoute constructively to some aspect of the
program and its related projects. In so doing,amby is the campus spirit of community
enhanced but, particularly important, institutiooammitment to the program as a contemporary
element of mission is affirmed.

Off-campus ingredients of the program require tdadiaborations involve members of the local
community - corporations, public and private sesmivice agencies, church and civic groups,



schools and community colleges, and individual mtders. These collaborations may deal with
projects that respond to specific community cons@nreducation, environment, health,
economic development, and poverty. Collaboratos gwup should reflect the diversity of the
community, and take care that interactions amoemselves and with the community are
considerate of the rights, experience or inexpegesgensitivities, and interests of those affected.
In addition to personal fulfillment, the servicdscollaborators can provide inspirational models
of college leadership, responsible citizenship, tamech-gown relationships.

Institutional collaborations among liberal artsleges, perhaps under the auspices of existing
associations, can be of greatest importance fagram development and significant
accomplishment. The structure and details of imlligl college programs must obviously be
shaped by local circumstances - and programs niey dccordingly. However, their common
thrust will generate experiences and informatiat tan be usefully exchanged, and raise
problems and policy questions that can usefulldiseussed. Over time, a basic agenda for
promoting responsible citizenship, adaptable btit wonceptual integrity, would be collectively
developed as a kinetic dimension of liberal artsicula.

Liberal arts colleges share some critically impotabjectives that, by their nature, can be best
served by collaborative attention - and withouiteudgt concerns. Thus, probably all of them and
their student bodies are now engaged in variougalpmotivated projects on their campuses
and in their communities. Without intruding on thieidividual integrity, many of these projects
could be advantageously associated with the prdgramad agenda of preparing students for
responsible citizenship.

Most urgent among the common concerns of libetal@lleges is the tremendous need for
enlarging the pool of students who want a colledigcation and can meet admission
requirements. This need - a bottom-line aspectroéica’s currently paramount concern with
education - bears on other college problems sucécasiting, academic standards, diversity,
and financial aid. As a primary building block opeogram for responsible citizenship, liberal
arts colleges - perhaps using projects of the naiide "I Have a Dream" program as models -
can most appropriately work together to addressithency of assuring every child a genuine
opportunity for a fulfilling education.

To that end, liberal arts colleges should reachrmistently into their communities, where, by
their nature, they are important members - commmanispect and contributing intellectual and
economic value. Understandably, except when interesavoidably collide, colleges usually
prefer to avoid initiatives or gratuitous involvemt® in community concerns that might invite
controversy. However, it is reasonable to belida,tas an acknowledged means of promoting
responsible citizenship, projects associated wothraunity needs provide common and inviting
grounds for college-community engagement.

Through the combined efforts of administratorsufgc and students, colleges can mobilize
local businesses, public and private agenciescbtiegy and civic groups to join in planning and
carrying out projects that address specific comtyumeeds - in particular, helping their children
climb the educational ladder. Where possible, tipesgcts would cooperate as auxiliary
support facilities to complement the regular pubbevices of the community. Special attention



might be directed to developing the important resetiound in community colleges, as a
reservoir of disadvantaged students who are at peaminarily committed to pursue higher
education.

This essay recognizes the fact that no educatmmogiram involving change is without cost - and
that the cost of undertaking to establish a congneive program to make responsible
citizenship an active part of the liberal arts naisscould, over time, be quite considerable.
However, it seems premature to be put off by thestjan of cost and related funding until the
liberal arts community or its leaders can assesvalue of its benefits and establish a clear
sense of direction by answering the questions witlth this essay began - and deciding
whether responsible citizenship is to be reestadtisas an active ingredient of a liberal arts
education. That decision speaks to the futurebeirdil arts colleges - to the revitalization of thei
tradition as a distinctively positive force in Anean education. It also speaks to the direction of
higher education generally in fulfilling its resgsipilities to the national community.
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Colleges are failing to produce competent publizens, and accreditors should pay more
attention to their performance in that area, sagsér U.S. Sen. Bob Graham, a Democrat of
Florida.

Mr. Graham says that too many Americans have v to organize their neighbors to
affect public policy. Even the students he encawat@ few years ago during a visiting position
at Harvard University, he says, lacked basic kndgdeabout how to leverage public power.

In his recent bookAmerica, the Owner's Manu@CQ Press), written with Chris Hand, Mr.
Graham calls on colleges to be much more exphdiéaching about what it means to be a
citizen.

Mr. Graham—now based at the University of Floraajch recently established the Bob
Graham Center for Public Service—is also part oascent effort to develop ways to measure
colleges' success at producing public-spiritedtadtle spoke witfThe Chroniclethis week.

Q. What was your experience at Harvard in 2005?

A. It was eye-opening, in comparison to an inner-gigh school where | had taught civics for a
semester 30 years earlier. And the eye-openerhveasimilarity. The students at Harvard were
about as illiterate in terms of the skills of peipiatory democracy as those students had been 30
years earlier in the high-school classes.

The message | got from that was that we not ontlyrttd made progress in 30 years, but that
we've retreated, at a time when it is increasimgiyortant for citizens to feel self-confident
about their ability to solve the problems of thdmmunities, their neighborhoods, their state or
nation.

Q. Yet there are a number of initiatives, includihgAmerican Democracy Projedhat are

urging colleges to take civic education more sesfipuAre you encouraged by that or anything
else?

A. The emergence of President Obama, who himsedfax@ammunity organizer before he was
in any political office, has underscored the impode of political participation and the skills you
can acquire at the neighborhood level. | thinkdaimpaign was energizing for many people. The
guestion is, Was that just a false spring of neerast in democracy, or will it be the seedbed of
a longtime reform?

Q. Some people might worry that colleges' civiceadion programs would have a liberal-
Democratic bias. How would you reply?



A. Learning the skills of citizenship is like leang to play the piano. Once you know how to
play the piano, you can play jazz, you can playtB@een, you can play Broadway tunes. The
same is true of the skills of participatory citizlip. It's not directed at any single ideologicsl s
of issues. You can decide what motivates you anat ybu value.

Q. Another objection might be that civic-educatmongrams would be one more burden on
students who are already juggling families, jolg] elasses.

A. If our democracy is not important enough fawite part of a person's schedule of life
preparation, then I think democracy is in very deepble. And many of the things that students
are dealing with in the other dimensions of thieied, whether it's as a parent or as a worker or
as a homeowner in a neighborhood—the kinds of ehgéls that you face there often require
you to have the skills of citizenship.

Q. You've been involved in some conversations ahowt the regional accreditors might
measure colleges' success in their civic-engagerta#®. Can you say anything about what
those metrics should be?

A. I'd like to encourage people to think outside Hox and not get focused on any particular way
of measuring. But having said that, | think there three buckets of examination.

One would be what is happening to your currentesttsl Some of that could be quantitative:
How many of them are participating in communityvésx? How many are voting? How many
have taken courses to prepare themselves forditizenship responsibilities?

The second bucket would be graduates. How much offluence did the university experience
have on students five or 10 years after they'vdugated? Are they participating in civic
organizations? Are they voting at higher levelsttiee general population?

And third: You know, there's a saying that if yoarwto evaluate a college of education, the
first place to go is to the local schools. If alegé of education professes a commitment to
improving teaching and learning, and it is not app#y having an effect on the schools in their
vicinity, what confidence can you have that thegoeng to make a difference in schools further
away? Well, apply that same principle to citizepsioes the community in which a college is
located demonstrate higher-than-average citizercgafities? Are people more likely to join
organizations with civic missions? Are people mideely to come together in their
neighborhoods to solve local problems? Are theyngatind participating in political campaigns
at higher-than-average levels?

But this is a wide-open question. How do you eatda college on its citizenship mission? I'm
hoping to generate as many ideas as possible.

Copyright 2009. All Rights reserved
The Chronicle of Higher Education 1255 Twentyrdtst, N.W. Washington, D.C. 20037
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Establishing a Culture of Assessment

Fifteen elements of assessment success—how manyalwmeampus have?

By Wendy F. Weiner

College representatives typically start accreditatiisits by talking to the visiting team aboutithe
institution’s culture of assessment. Too often, éeev, the speakers lack an understanding of what th
truly means. To determine whether an assessmente@xists—that is, whether the predominating
attitudes and behaviors that characterize the ifumiog of an institution support the assessment of
student learning outcomes—one must look at theudés and behaviors of individuals within that
institution.

Just claiming that a culture of assessment exa#s dot make it so. In fact, there are fifteen majo
elements contributing to the attitudes and behawbr true culture of assessment. Few institutidns
higher education can assert an expert level fdifden items, but those who claim to have an
assessment culture must recognize them, be expstre, and be moving toward achieving the rest.
Only when an institution is on the path to meetimgse standards can its claim to have a culture of
assessment be taken seriously.

The fifteen elements needed to achieve a cultuessdssment are the following: clear general eiucat
goals, common use of assessment-related termdtyfaginership of assessment programs, ongoing
professional development, administrative encourageof assessment, practical assessment plans,
systematic assessment, the setting of studenigaontcomes for all courses and programs,
comprehensive program review, assessment of c@olar activities, assessment of overall institoéb
effectiveness, informational forums about assessnratiusion of assessment in plans and budgets,
celebration of successes, and, finally, responsis&ito proposals for new endeavors related to
assessment.

General Education Goals

General education goals are critical for assessridese are the core competencies that all students



regardless of major, are expected to denrate. Although each institution must determine whate
competencies should be, most colleges and unirsitress oral and written communication, critical
thinking, quantitative and scientific reasoningd amformation literacy. In recent years, global
competence has also earned a high level of atteatia general education goal. Because general
education goals must be assessed on a regulagpserditating, basis, the number of goals should be
manageable.

One challenge is that many faculty view generakatan goals and the assessment of them as the
responsibility of colleagues who teach general ation courses, such as first-year composition,
introduction to biology, or introductory mathematid@hus, they see written communication as the dity
first-year composition teachers.

Assessment professionals challenge this viewpoirgdveral reasons. First, if graduates should meet
general education goals, assessing written commatimicshould not be limited to firstyear compositio
If a goal is important, and all goals should bentthe skills involved in achieving it should badght and
reinforced throughout all four years of a bacha@rogram, regardless of major. Second, skills need
be developed over time and integrated throughauttinriculum to enhance fully a student’s abilities
Third, faculty must verify that each degree progteam multiple opportunities for students to leard a
practice all general education skills assessedb@bie tenet of never testing students on somethigyg
have not been taught holds especially true of gémelucation goals.

Common Use of Assessment Terms

Too often, faculty discussions about assessmedtttefrustration. The cause can be as simple asla |
of common language. To avert unnecessary assesamgstt it is imperative to work on a glossary of
terms. In other words, everyone involved in assessishould come to the table to develop a list of
assessment terms and working definitions of thexsag. Once this tentative list has been compited, i
should be made available to the entire academierzonity for further input and, ultimately, collegelei
adoption.

Faculty Ownership

If the faculty does not own it, it is not goinghappen. At best, if faculty fail to assume resplaitisy for
assessing student learning outcomes, a collegdaitt a faculty of “defiant compliant.” As anyonbav
is employed by a college knows, the real energypfogram implementation comes from faculty
members. They need to take part in planning andldping an assessment program, because they will



certainly be the implementation te:

The success of the program will depend on havifagalty-led team composed mostly of faculty from
across disciplines who plan the program, develofstfmr and implement it, and use the data obtained
Otherwise, a college merely has an assessmentgpndgrtheory, not in practice.

Ongoing Professional Development

Faculty members are not born with an innate knogéeaf how to assess student learning outcomes.
Some will learn on their own or while attending fayences. To ensure widespread understanding,
however, a college must offer an ongoing profesdidevelopment program that begins by building
understanding of assessment concepts and eleaatdt/fcompetence through a series of higher-level
assessment workshops.

By establishing assessment workshops, the collegmdstrates its commitment to assessment and raises
expectations among faculty. The workshops leasdtversations about assessment, encourage faculty to
use the language of assessment, and help there@ajretence and confidence. It will become clear tha
assessment is accessible and important.

Sending teams of faculty to assessment conferéneemther way to foster the culture of assessment.
Even though doing so is more expensive than bringpeakers to campus for in-house workshops, off-
campus conferences allow faculty to gain a bropdespective and establish a network of resources. |
addition, the college delivers a clear messageabstssment is valued, and faculty view the conéere
as a reward.

Through ongoing professional development, facultya@me to understand that assessment is an
achievable and engaging part of their jobs.

Administrative Support and Understanding

If faculty members think that their administratidews assessment as a fad that will go away, an eve
that it sees it only as the job of faculty, theyl Wesitate to engage in the assessment process. Bu
assessment is everyone’s business, beginning hrétbdllege president. Too often, college presidtilts
to see their role, which is to keep their collefjesest in their assessment efforts. An informabeyr
conducted among assessment coordinators idendgifieeral key responsibilities of presidents: thegtmu
review student satisfaction surveys, assess itistital effectiveness, and use assessment findtfei
budgeting and planning process. Presidents cardafsonstrate earnest support of assessment by



attending workshops and becoming conversantsessment, as well as by committing suffici
resources and incentives to the effort.

After more than twenty years, it is clear that asegent is not going away. It has outlasted a plathb
educational innovations. But perhaps most impor@sgessment is about accountability. Once the 2006
report of the Secretary of Education’s Commissiorite Future of Higher Education was published,
regional accreditation bodies stepped up the usgehmcal assessment programs in an effort to vedird
federally mandated programs that many worried wowktlook local needs.

Practical, Sustainable Assessment Plan

When a college community develops an assessmantipfaust keep in mind the need to do so cost-
effectively and realistically and to revisit theaplfrequently. If colleges are assessing six core
competencies, it is probably not practicable t@ssall students on all six competencies every. year
Doing so would be an onerous task.

Another way to consider the plan is through theviddal effort of faculty members. Each faculty
member needs to select a learning objective tesassech year. Results should inform future assegsme
in that course or department in terms of changeaasdssment focus. They should also support
assessment efforts going on elsewhere on campaB.cdurse-embedded assessment is a practical
approach. It allows assessment to be integratechimtmal course implementation instead of addedson
an extra task for overworked faculty.

Systematic Assessment

The assessment plan must provide for a methodisalsament process. In other words, assessment of
student learning outcomes must be consistent atetlgrover time. As a regional accreditor explained
assessment should not be “once and done.” For d&aihp college is assessing critical thinking, it
should do so regularly, using uniform tools andeady schedule—which does not necessarily mean that
testing should be done every year.

Student Learning Outcomes

It is difficult, if not impossible, to implement ssssment without identifying outcomes for student
learning and program success. A college must utadetsvhat students will be able to do by the end of
each course. Faculty must therefore agree on kesiting outcomes for each course, and the outcomes
should be stated in the course catalog—for exartiBiethe end of the course, students will be ablg,t



y, and z.” The outcomes must be measurable. “Utateits and “learn” are not measurable. To fiterbs
that will lend themselves to measurable outconssylfy should consult Bloom’s Taxonomy at
www.odu.edu/educ/ roverbau/bloom/blooms_taxonomy. it includes appropriate verbs such as
“define,” “describe,” “illustrate,” “compare,” “appise,” and “construct.”

Comprehensive Program Review

Program reviews can take many forms. Institutisseasing progress at the department level often use
prescriptive formats to guide them in auditing tlagiademic programs. Assessment of student learning
outcomes is one factor in such a report. Someinistns have posted information about their progess
on the Internet, and excellent examples are avaijlairiuding that of North Carolina State Univéysi
available at www.ncsu.edu/uap/academic-standanaid/Uadergrad_ Prog_Review_6%20Final.pdf.

Of course, each institution needs to customizeeiteew process, which is about improvement, growth,
and accountability, not merely meeting the requéetof a regional accrediting body.

Assessment of Co-curricular Activities

Discussions of assessment all too often focuseytim courses and academic programs, even though
learning can and does take place outside the ol@ssiOn many campuses, significant sums of money
support co-curricular activities that may providarning opportunities. For example, if a collegersfa
globalawareness series through a student actiyitiggam, the series should be included in the
assessment plan. As part of the plan, it shoulllsse its own set of desired outcomes and be
systematically assessed for student learning.

Institutional Effectiveness

There are many areas to assess in addition torgtledening outcomes. Considering all areas, and ho
well the college is meeting its mission and goalgssentially assessing institutional effectiven&sis
makes assessment everyone’s business.

Assessing campus climate is an important part afueting an institution’s effectiveness. Students’
perceptions and attitudes about their campusesd@ladie communities have been shown to affect
student learning. “Taking the temperature” of a paswill reveal how students view its commitment to
their success. Areas to assess include opportsifiitiestudent-faculty interaction, academic support
services, personal support, academic challengehement, and library services. In addition, the
president’s office, administrative services, tharoloof trustees, workforce development, the fouindat



public relations, and all components of studentises should not be overlookecvery area ultimatel
has an impact on students and their success.

Information Sharing

Sharing the results of assessment, good or bad, éssential part of a successful assessment progra
Faculty can learn from one another. Each departmssds to see what the others are doing and how wel
their efforts are working. Such sharing providepatunities for departments to engage in peer vevie
steer away from failed experiences, and replicateesses where appropriate. It also permits fatmilty
identify activities from other disciplines that thean combine with their own to produce richer hessu

and it highlights areas of the curriculum that banefit from cross-disciplinary efforts.

Planning and Budgeting

Often, faculty are turned off by the budgeting mex It does not have to be so. All faculty cartridouie
to their department’s plan and provide data fooiimfed budgeting. The operational plan should hgtli
areas that need to be improved and have specijfctdles to guide the department in working toward
improvement. Assessment results can demonstraae efeeed within a department, and faculty can
evaluate how much money might be necessary tdyrectiroblem. Also, if faculty engagement in
assessment has yielded positive results, facuityttiak about rewards that could be put in their
department’s budget to continue the good work.

Although some faculty may resist supporting budggtind planning efforts as additional work that the
department head is paid to do, others who are adguhvolved in improving teaching and learnindlwi
gladly provide input that will move them closerthe level of success they seek. Likewise, for an
administration committed to a culture of assesspnikatplanning and budgeting process can help it
accomplish this goal. When an administration exysldihe budgeting process to the entire college
community and invites interested parties to payétg, it signals that it is going to close the laop
planning, assessment, and budgeting. Of coursenadrators must follow through and make sure that
more money flows into classrooms as a resullt.

Celebration of Success

Too often, assessment reports are turned in anfd¢héy members involved never hear another word
about them. Celebrating successes demonstrateapbetance of assessment. In fact, celebrating
participation in assessment is of tremendous v&laknowledgment and appreciation serve to reinfarce



college’s assertion that assessment is importahtheat assessment reports are and valuec

Among faculty, revealing failed assessment strateguggests an openness to collegiality and tfust o
colleagues. It is also useful to discuss what weonng and why; sometimes, minor adjustments will
make all the difference.

New Initiatives

Perhaps the most compelling indicator of an assassaulture is what occurs when any new initiative
proposal is advanced. Automatically, the questasied will be: What are the goals and objectives® H
will we assess the effort? These questions wifbliewed by lively discussions at meetings aroumel t
college, including not only the president’s staff blso other interested parties. When such a nsgpo
occurs, it will confirm that an institution possess culture of assessment.

Wendy F. Weiner is professor of education at Chathhiversity. Her e-mail address is
wendy.weiner@gmail.cam
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Surveys: Common method of gathering information from peapiea wide variety of topics
(personal characteristics, expectations, experjattaides, values, behaviors, perceptions,
satisfaction), generally in the form of a questian®, which may be distributed in hard copy or
online or — less often — administered by phone.

Advantages:
- Are well-known, broadly accepted
Are adaptable to many different kinds of reseanabstjons
Are adaptable to different audiences (studentsniady employers, non-completers)
Items can vary in format, e.g., yes/no, ratingesgdists, open-ended questions
Can reveal the “why” and “how” behind the “what”
Results allow statistical analysis, reporting
Self-reports are generally truthful, accurate
Many surveys are commercially available, usually lba customized, e.g., NSSE,
CCSSE, CSEP, CCSEP, CORP, Noel-Levitz
Purchased surveys provide norms, benchmarks, eletaports
Software programs are available, e.g., Survey Mpnkeomerang
Software and email make surveys swift, cheap toisidtar
Data are easy to store and analyze

Disadvantages:
- Construction of survey requires expertise, timatitt about purposes
Hiring consultants and purchasing survey servieeshe costly
Surveys run danger of being too long, too broad
Response rate may be very low
Low response rate reduces representativeness)nessfiof results
Structured format reduces chance of unanticipateltinfys
Institutions often over-survey, leading to survayidue, wasted resources
Collected data are often not used, shared
Telephone surveys can be slow, expensive; becolessgoopular

Solutions/responses:
Use on-campus talent to construct the survey, aaaksults
Reward contributors
Be clear about purpose and educational outcomles tavestigated
Keep the survey as appealing, brief, easy to déhlag possible
Create “buzz” with pre-survey communications
Use reminders, incentives to increase response rate

Use “captive audiences” when appropriate, e.gsschaeetings, seniors lined up for
commencement

Pool and consolidate campus survey efforts, makermman use of existing data



Interviews: One-on-one conversations designed to elicit @#aof information; may range
from highly structured (much like an orally condedtisurvey) to open-ended and exploratory.

Advantages:
More personal than the written survey

More appropriate for some audiences, e.g. highistatistees, wealthy donors, elusive
non-completers

Allow for more probing, rephrasing, to elicit tatgd information
Can reveal the “why” and “how” behind the “what”
Are useful as follow-up to survey results

Disadvantages:
Are labor-intensive at every stage: planning, dalieg, conducting, data recording and
analysis
Require skilled interviewers
Do not reach as large an audience as paper orecsliveys
May elicit socially acceptable rather than accurasponses

Solutions/responses:

Be clear about purpose

Use selectively

Use in combination with other methods
Develop a basic protocol



Focus groups: Structured, in-depth, group discussions of spetijics, guided by a trained
moderator and generally audiotaped, videotapeeamrded by an assistant moderator.

Advantages:

Allow examination of otherwise elusive perceptioieglings, attitudes, ideas

Adaptable to wide variety of target groups, topissues

Offer insights into strengths, weaknesses of edutatexperience

Can reveal the “why” and “how” behind the “what”

Are useful in tandem with a survey project:
0 At the front end, as a way to identify productiepits, questions
0 At the back end to help interpret, clarify results

May reveal new, entirely unanticipated problemsights

Can be implemented relatively quickly, cheaply

Rubric or matrix may be used to score multiple fogtoups and arrive

at findings

Can do double duty as a direct method, too

Disadvantages:
- Moderators must be identified, trained

Development of the topics, questions, and matigxiires care

Sensitive topics may not lend themselves to focasmdiscussion

Scheduling can be a challenge

Smaller numbers of students are reached than witlegs

Incentives for student participation may be needed

Conduct of individual focus groups will necessaviéry

Results may not lend themselves to statisticalyaislgeneralization

Solutions/responses:
- Use campus expertise, volunteers, to keep costa dow
Train new moderators by having them observe skitederators
Present participation in focus group to studentsraslege, opportunity
Share interesting, surprising findings broadly, kegp identities confidential
Use as an opportunity to show the institution fistearefully, takes student
seriously



Ethnographic research:Selected students serve as participant-obseyatisering
information about learning and/or student experaihicough conversations with fellow students,
observation, and reflection on their own experigndearticipant-observers meet regularly with
faculty and/or staff conducting the study to refiueestions, share findings, analyze them, and
plan next steps.

Advantages:

Disadvantages:

Provides an insider perspective otherwise unavailab

Allows longer-term inquiry, e.g., a semester asog@l to one-time interview
Allows in-depth study, exploration of “why” and “whto do” as well as “what”
Provides access to elusive values, attitudes

Can include non-verbal information such as bodglegye, demeanor

Has potential to produce unanticipated, surprigimgings

Has high likelihood of producing useful, actionalvitormation

Is adaptable, e.g., to student life as well as ewaclissues

Requires careful definition of the topic of study

Is time-consuming

Requires training, continuing attention, regulaetiveys

Quality, commitment of participant-observers magyva

Attrition of participant-observers may reduce ussdss of results
Few models are available

Solutions/responses:

Choose participant-observes carefully

Provide training, incentives, support

Focus the inquiry but allow for evolution of projeadaptation to unexpected
findings

Provide incentives to participant-observers andlfsustaff coordinating project
Create a risk-free environment

Avoid identification of individuals when reportifondings



Direct or indirect? Some methods can work both way .

Classroom research:Classroom research is included here as a diretttad but it can
function as either a direct or an indirect meth@f.the dozens of classroom assessment
technigues (or CATs) developed by Cross and Angealme demonstrate what students know
and can do, while others elicit reflection, percapd, and other forms of indirect evidence.

Course management programs:Course management programs make it possible for
faculty to capture discussions and other evidenaewould be ephemeral in the classroom;
hence they are classified here as a direct metBodh programs often include a survey or
guestionnaire template, however, that makes it gasgnstruct and administer surveys online.
See discussion of surveys in handout on “Indireethdds.”

Focus groups: Focus groups are generally regarded as an indiretitod of assessment
because students are encouraged to talk abouptrsional experiences and perceptions.
However, they can also function as a direct metifdte topic of discussion is an issue in the
major and students are guided by the protocol meathstrate their command of disciplinary
concepts, theories and methods. In this caseestsido not receive a grade for their role in the
discussion, but the recording is analyzed by fgdoltdraw more general conclusions about the
strengths and weaknesses of the academic program.

Portfolios: Portfolios can function as both a direct andratfirect assessment method. They
are direct in the sense that student work is dygglaand can be rated, providing direct evidence
of knowledge and skills. The reflective essaysylmch students look back on various pieces of
their work, describe what each represented in tefnehallenges or achievements, and evaluate
their personal progress as learners, are indikedérce of a high order.

Student self-assessmentSelf-assessment is classified here as a diretttotidecause the
performance of self-assessment demonstrates gitemtt skilled students are at self-
assessment. However, the process may be structuedidit student reflection on how learning
occurred, what helped or didn’t, etc. In other dgyrself-assessment can also function as an
indirect method.
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Portfolios: collections of student work (and sometimes other material) intended to
illustrate achievement of learning outcomes. The mantra is “collect, select, reflect,
connect.”

Advantages:

Are adaptable to different
= [levels of assessment (i.e. individual student, program, institution)
®  purposes (i.e. cross-sectional snapshot; change/progress over time)
= kinds of materials (i.e. written work, tapes of performances,

student self-  assessments)

Can tell us where student are and how they got there

Emphasize human judgment, meaning-making

Provide information likely to be used

Have become extremely popular, hence an easy sell

Engage students, faculty

Are educational for both students and faculty

Reduce fears of misuse

Can be managed by students — to some extent

Are supported by many different software programs

Disadvantages:

Can be labor-intensive

Can be cumbersome to store, navigate through

Must relate contents to articulated outcomes

Require carefully defined criteria for review, e.g. rubrics

Require training for reviewers

Require distinguishing between usefulness of the portfolio for srudents (e.g., to
showcase work, impress prospective employers, inform advisors) and for
assessment of learning

Solutions/responses:

Collect samples of work, not everything from everybody

Use electronic storage and retrieval

Give students responsibility for maintaining the portfolio

Invest in outcomes, because they re the basis for everything anyway
Invest in good criteria for education’s sake

Invest in training for faculty development’s sake



"/ Capstones: a wide variety of culminating projects, assignments, performances, or
even experiences, e.g., faculty-supervised community service, internships

Advantages:

e ‘Are cumulative
e Are integrative
e Are adaptable to demonstration of
= skills
= general education
= professional field or major
= dispositions
= institutional outcomes
; = combinations
e Are motivating for students
Set standards for degree completion, graduation
Provide an occasion for department-level discussion, interpretation
Invite external evaluation
Help students make the transition to
= gself-assessment
= professional assessment

O o » life-long learning

Disadvantages:

Pose challenge of capturing all students in their final year/semester
Differences within/among majors demand flexibility plus commonality

e May mean an additional course requirement

o Require coordinating multiple dimensions of learning & assessment

¢ Can be labor-intensive

e Must relate to carefully articulated outcomes

» Require carefully defined criteria for review, e.g. rubrics

» Require distinguishing between purpose of the capstone for students and for
program assessment

Solutions/responses:

o Require the capstone for graduation
Introduce as widely as possible across the institution
e Include capstone experiences within existing courses
Provide resources, staff support
e View resources, labor, as worthwhile investment




Performances: activities, live or recorded, designed to demonstrate specific
outcomes, e.g. a poster presentation, conduct of a class, a musical or theatrical
performance, client counseling, facilitation of a group discussion, “think aloud” analysis
of a text.

Advantages:

e Have face validity in terms of preparation for student’s real-life goals
e Put emphasis on what the student can do (as opposed to knowing about):
= require application
®* may require spontaneous adaptation, problem-solving
= are integrative
= provide a reality check
* Give students with practical intelligence, skills, a chance to shine
e Can elicit affective outcomes, e.g. poise, grace under pressure
e Are motivating, encourage practice, rehearsing
e Put the emphasis on active learning
» Promote coaching relationship between students and faculty, especially when
there are external reviewers
e Promote self-assessment, internalization of standards
e Are highly adaptable, even to liberal arts

Disadvantages:

e Can be labor-intensive, time-consuming, expensive

e Must relate to articulated outcomes

e Require careful definition of criteria, e.g. rubrics

¢ Require careful training of reviewers, including external reviewers
e Require coordination, scheduling, esp. of external reviewers

e May frighten off insecure students

Solutions/responses:

e Review a sample of students

e Embed in routine, non-threatening situations (e.g., internship, clinical setting)
e Use digital means to make performances accessible to reviewers

e Regard outcomes, criteria, and training as an educational investment

e Remind students they must demonstrate employability
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Common assignments, template assignments, secondary

readings, and other embedded assessments: student work produced in
response to a course assignment is examined for multiple purposes, e.g., to determine
command of course material but also to assess writing skill, information literacy, critical
thinking, ete. ‘
e “Common assignments”: the same assignment across multiple courses;
e “template assignments”: the same format but not identical assignment across
multiple courses
e “Secondary readings”: student work is examined “secondarily” for other qualities
beyond command of course material.

Advantages:

Use work produced by students as a normal part of their course work
Solve the problem of quality of student effort
- Are efficient, low-cost
Have face validity :
Provide maximally useful information for improvement with minimum slippage
Encourage discussion, collaboration among faculty & support staff
Can create campus-wide interest

Disadvantages:

‘Require considerable coordination

Can be time-consuming to create, implement

Can be time-consuming, labor-intensive to score

Must be designed in relation to specific outcomes

Require careful definition of criteria for review, e.g., rubrics
Require careful training of reviewers

Solutions/responses:

o Focus on what’s important

Use “common questions” if an entire common assignment is impractical
Regard outcomes, criteria, and training as an educational investment
Provide support, “teaching circles’ to discuss implementation, findings
Remember the efficiencies, benefits: )

Make the investment




Course management programs: Software that allows faculty to set up chat
rooms, threaded discussions, etc., and capture student responses

Advantages:

e Are adaptable to wide range of learning goals, disciplines, environments

e Use work produced electronically by students as a normal part of course
participation

e Record threaded discussions, chat, ephemera that are impossible or cumbersome
to capture face to face

e Can preserve a large volume of material

e Can automatically tag, retrieve, and sort student contributions for later analysis

o Give quiet students an opportunity to shine

e Are efficient, low-cost, ubiquitous, unintrusive

* Solve the problem of quality of student effort

e Allow prompt feedback

» Develop students’ metacognition when assessment results are shared

¢ Often include tests, quizzes, tasks, surveys as part of package, supporting
multiple-method approach, convenience

Disadvantages:

e Rely heavily on student writing skill, comfort with technology

e Can pose challenges to higher levels of aggregation beyond individual course or
student

e “May discourage collaboration among faculty, staff, programs

e Managing large volume of material can be difficult, intimidating

e “No significant difference” bias may short circuit improvement

e Tests, quizzes may promote recall, surface rather than deep learning

e Built-in survey tools encourage collection of indirect rather than direct evidence

e Direct observation of student performances is difficult or impossible

» Software may drive the assessment effort, instead of assessment goals and values
driving choice, use of the software

Solutions/responses:

* Develop good, focused outcomes, criteria, rubrics

e Use built-in data management tools

o Supplement if necessary, e.g. with “The Rubric Processor”

e Invest in training of faculty, external reviewers

e Use tests, quizzes with caution, supplement with authentic tasks

¢ Negotiate with the maker, customize the software

e Aim for program-level, not just individual or course-level improvement



/’/’ )
\‘\)

Classroom Assessment/Research: an approach to assessment pioneered by
K. Patricia Cross and Thomas A. Angelo; provides a large collection of techniques

* individual instructors can use in their classrooms to discover what students are learning —

or not — and to make rapid adjustments.

Advantages:

o Takes place at ground zero of learning process for:
»  maximum relevance, usefulness
* minimum slippage
e Offers maximum privacy, minimum risk, anxiety
o Is conducted continnously, has formative benefit
Can provide feedback on both
» what students know and can do
= and how they got there, what helps or hinders
e Motivates students to become more active, reflective learners
e Can also be used by faculty collectively for the bigger plcture
o Is faculty-friendly, respectful of privacy, autonomy
o Offers significant resources.(e.g., T. Angelo and K. P. Cross, Classroom
Assessment Techniques, 1992) and support networks especially for community
college educators

Disadvantages:

e Isunstructured, highly dependent on individuals® cooperation for
= administration of CATs (classroom assessment techniques)
» reporting of results

e Presents challenge of generalizing to program or institution level

Solutions/responses:

¢ Provide consistent, careful leadership, oversight

o  Get buy-in from faculty, others

o Start with agreement on shared outcomes, goals

e Provide training

e Make assessment a campus-wide conversation .

¢ Emphasize the potential for truly useful information for improvement




Student self-assessment: The student demonstrates the ability to accurately
self-assess a piece of work or performance, usually in relation to one or more outcomes
and a set of criteria, e.g. rubrics

Advantages:

e The ultimate in active learning, engagement, ownership of one’s learning
¢ Highly adaptable

e Extremely educational for students

e Promotes internalization of intellectual, personal, professional standards

e Isan essential component of ongoing professional, personal development
e Is an essential component of life-long learning

e Faculty can aggregate individual results to identify general findings, trends

Disadvantages:

e Challenging, especially at outset, for both students and faculty

e Requires clear outcomes, criteria (e.g., rubrics), expectations for level of
proficiency

e Requires student to assess with candor, not spin

e May cause anxiety, avoidance

» Long-standing habits, personality traits may need to be overcome (e.g., self-
consciousness, excessive modesty, unrealistically high self-appraisal)

e Requires tact and true coaching attitude from instructor, ability to critique the
work or performance, not the person

e Requires careful management of others who may be present

Solutions/responses:

e Experienced instructors guide, mentor novice instructors

o Students receive orientation, training

o Outcomes, criteria, expectations are clear, widely distributed and understood
e Examples of self-assessment are available

e Process is presented as primarily developmental, formative

e Examples of progress over extended time provide encouragement

o Self-assessment is risk-free



e Can provide good quality of student effort if course-embedded
e Provide directly relevant, usefil information
e TForestall comparison with other institutions

Disadvantages:

Run risk of focusing more on surface than deep learning

Provide no norms for reference

May contain ambiguous, poorly constructed items

May offer questionable reliability and validity

May be expensive if test construction is contracted out

Will not elicit good quality of student effort if seen as add-on

e Will create misunderstanding of assessment if seen as a threat

May become a missed opportunity to use more innovative approaches
May invite finger-pointing

Solutions/responses:

If norms, benchmarks are important, supplement with purchased test

Use on-campus expertise

Be careful, pilot any test before large-scale administration

Provide a “gripe sheet”

Accept that assessment is ultimately human judgment, not psychometric science
Keep the focus on useful information & improvement, not test scores per se

e Depersonalize issues, avoid finger-pointing




Direct or indirect? Some methods can work bothysa . .



Classroom research:Classroom research can function as either atdirean indirect
method. Of the dozens of classroom assessmemidgees (or CATs) developed by Cross and
Angelo, some demonstrate what students know andeawhile others elicit reflection,
perceptions, and other forms of indirect evidence.

Course management programs:Course management programs often include a sanvey
guestionnaire template, however, that makes it gasgnstruct and administer surveys online.
See discussion of surveys in handout on “Indireethdds.”

Focus groups: Focus groups are generally regarded as an indiretitod of assessment
because students are encouraged to talk abouptrsional experiences and perceptions.
However, they can also function as a direct metifdte topic of discussion is an issue in the
major and students are guided by the protocol meathstrate their command of disciplinary
concepts, theories and methods. In this casegstsido not receive a grade for their role in the
discussion, but the recording is analyzed by fgdoltdraw more general conclusions about the
strengths and weaknesses of the academic program.

Portfolios: Portfolios can function as both a direct andratfirect assessment method. They
are direct in the sense that student work is dygalaand can be rated, providing direct evidence
of knowledge and skills. The reflective essaysylmch students look back on various pieces of
their work, describe what each represented in tefnehallenges or achievements, and evaluate
their personal progress as learners, are indixeéderce of a high order.

Student self-assessmentSelf-assessment is classified here as a direttotidecause the
performance of self-assessment demonstrates ¢itemtt skilled students are at self-
assessment. However, the process may be strudtuedidit student reflection on how learning
occurred, what helped or didn't, etc. In other @grself-assessment can also function as an
indirect method.



