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Preface

b Poeen e ee tut veas sice we at
Alverne Colloee Posan worhing w et a
crrncuium centered on student competence
as s otteome. Our program has tiken
ctioni 2 shape, and we bave 2ained enoueh
enpenience Wi U that we can now make o
maare compreliensive attempt to iorm ot
coticaates as tow Bat we are doma and abin,
2
e main body ot this essay describes s/t
wo dre doings This pretace concentiates on
i we are duing what we are doing. The
question can bost be answered by telling
how we came to do it since the move to
compeicnoes waas neither imposed nor
mmpoi ted, nor even introduced as conoept
tfrom vutside the coliege. Instead, itdeveloped
asaserios of tentative responses and gradually

adopicd solutions to indizenous problems.

barhy inothe 1970-7 1 academic vear, our
president chatlenged the academic faculty
with a crucial mguin e

SWhat hinds o7 guesttons e being asked
P e ofesssanads in v o fieid thatrelate o
the salidity o vour discipline matotl

cotleae progran ™

SWHL is v our department’s positinn on

hese ™

“How wre vow dedbia with these problems
v o aeneidl education gourses, and in thg
work for 4 nnpor inyout field? "

“What are v ou teaching that is so important
that stidents cannot aftord to pass up

COUTSeS IV O d‘:'p‘unm-nl.”‘

1 or the rest of that vear, the Taculty in the
Academic disciplines met regularly to hear
each departmeat's justification of it
contribution to undergraduate education,

As the resulting ferment grew, our wllcaguc‘

from the professional programs joined in.

(8]



Oul of I it o e vl o the vt senerad decades of o N IsTeTe,

CWhat orc b e s e e Nvvrno bad een pene il o teacbier s

rathoes fnny Toe npn b rhee iy codivue o eduoatimg the Sistens o o teaching
WHICH T T e e T Lo s e g ardor Bor iich ot that thne into the post
vaedarend bacabe Inaiiine oo Weatd Waer Hoociiod, the tacatty had aiso
WOeh ol i N N N TR NI Bectfaraeiv composed ol sisters, While the

QUUSTION s asedd Bo oo be The o G g naitite o the cotleae Laoulty, students,

purposee

T T T T ,
Derlcduct ot Niverno, proarar, and even taciiies was radicaliv

W 4 L | aitered by the chanee 1o diberal aris
cananeed o deiine Lo v et S .
. o | mstitution, some inthuence trom that heritase
O ooy G e cdoaran . ’
: 4 secins to Boasve remanned.
Drusing the seoscationt o the canrnolum

COMMITive WS ot irsed

A the Breuthy wew, we may have worked

these ot sonend oot o o me e Aimost unconsciotsy to maintain the Kind
detiaied wosgem, . ot commumcation we mhetited 1om

predecessors wivo, e Oxtord dons, could

By the third vear, an oxpanmded St oo

. o C ) SO o then dlasses, students and common
competences” had teen deseloped and woas

. , pronter e suppet of onoweckends, In
RIven Toan aeedemic sa Totee fon shuapin g . o .
: ‘ , dive G noth facotte and administ ation
INtoan st cirrenm . N the sene i, - .
) At oredcy tooset aside persanad time and 1o
one sechion of reguired freshingm cotirse . .
. . . tecaey teachine schedaies inorder to wark
INcdch discipline was set aside de & Do 1o .
together during those thiee s v

For deseloping means 1o 1eaen and test

selected compeiences. The task Toree s

January, 1973, report detailed cach of

eight competenee wreas into sis sequenced

fevels of development. and in the £l of

1973 nearly three vears atter the inital :
challenge our use o1 an outcame-orienied

liberal arts Corricaium was underwan .

Thu three s car process is casy to summagise
in retrospect, but iUwas foeg Bitficalt and
often uncertain, Looking back, we can see
that our formal and informal traditions gave
us three important resotrees: o habit of
dedicating time to faculty discussion and
work sessions, an unusually sirong cmiphasis
on initiating the student into the higher
education process and @ mission to serve
women.
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Preface

Mec v e To Ao s ca iy
PLCT T 1ae s et ierest o e nonnnny

Lot Lo oy 2

SEHAN

Mooy T odceastamed b tians abont
the e i Lated Dersen i sich terms
o ad onssion, U W e teds i

Vot e U e o ue st dents o

s e is iy, s rowards and it st

creosetane satsted st o atientation
o aess Bt uazing trony our araduates”
U R R AN O FURTH O B IR TN T W

cnent, e e Vet }
cornmiane by eaders) Ve o seeins Lo
e ted acomipelhing awareniess o the

chieations iaher cducation anposcs.

[or that exntent we mast base contronted o
prosident's dhatlenae with a tairhy strong
dhovieh notvel ddewrhh articutated! sense ot
Wl hind of student we meant to produce
and what she shoutd be able to dowith her

ciducaion,

| ity being o codlone Bor Wwomen gave us a
speca Tocts, bducating women tor
protesstortal ceers, we had meviiably
encountered their fack of preparanion to
dsstme o evenaspine tasociatly tesponsible
rotes, We had abready committed ourselves,
i our 1972 decision to remain e waomen’s
colfeae, to continue responding to this need

A acentral part of our educational mission,

Fhus, for example, it was gquite natural that
one of e tour “poals™ we tirst identitied

W Cimvohement.” s the curriculum
caommitive worked with those godals, 1t
became ddear that “mvolvement™  unlike
Ccommunication,” Uvaluing, and Uproblem
soving' was more d quality tan aspecific
ShL Y et it undeniabiy expressed one of our
most stronehy held aims as a faculty .

Waorking this through was one of many
caperiences thatcontributed to our discovery
ol the notion of competence as o
characteristic ot the individual person, rather
than an cnumerdtion of tashs. A competent
student demonstrates certdain abilities; she is
also commitied 1o using them. Not oaly can
she analy 7¢ or communicate effectively, she
habitually does so.
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Equally important in our undeistanding of
competence s oatevd. When we realized
that we had been tocusing too much on
content and taking tor granted those
qualitics we miost wanted o toster, we
became espedially wary of trading that

crror for its opposite trving to teach
competence without content. We had begun
this arauiny, atter all, as professiondls
dedicated to the meaning and vaiue of fiberal
cducation. The hinds of competence we are
now sceking to foster do not develop in the
abstract: thev are developed only as an
individual student works in the full conten:
ot academic and protessional disciplines.
This remains one ot our guiding prindiples,

In the Last three vears we have discovered
that our problems were not o unique to our
situdtion as they dal first appeaied nor were
our responses as non-transferable as they had
seemed. We do not, however, aifer our
curriculum or amv part of it as 1 model for
imitation,

Eaven the process by which we came o i, we
have fearned, was valuable primarily becavse
it embadied the honest and sometimes
paintul attempt ot a particular community
ot educators, with particubar resotirces and
traditions, to come to gripswith the challenge
they faced. Nor do we see our mission s
proselytizing for outcome-otiented
cducation, valid though it has proved 1o be
forus as aliberal arts college for women,

W do hope that by explaining what our
svatentis and how we arrived at it we may
provide daresource Tor our colleagues and
Beip to advance the continuing dialogue
about the meaning and significance of
viberal education.
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Introduction

Lach section of the toflowing essay brictiy

outhines one ot the cightarcas of competence

tow.ard which we orient our teachingtand for

demonstration of which we hold our stadents

aocountible, The cight outcomes ot

cducaiion at Aherno are

I

?f

I Hective communications ability
Anaby tical capability
Probiem sobving abilin

Facility in torming value judaments
sithin the decision-making process

Eirectve social interaction

Ciderstanding of individual®
crvironment relationships

Uinderstanding o0 the contemnporan

world

Educated responsivoness (o the arts

and hamanities

10
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The description of cach competence begins
with a sketch of how we understand that
competence and its place in liberal education.
We thenreview the developmental levels -the
fearning sequence of the competence -
starting with the four “general™ levels
required of every student.

We also describe two further “specialized”
levels in cach competence area. The student
pursues these s a necessary part of her
chosen Area of Specialization {roughly
similar 1o an aademic or professional major)
being required to develop to “specialized”
levels those competences particularly
appropriate to her Area.

At cach level we have included some idea of
the pedagogic rationale and suggested some
specific aspects of the fearning process. These
are, of course, much more specific for the
four “general* Tevels of tach competence,
since the student’s learning situations and her
means of demonstrating competence become
more individualized at the advanced levels.

In the development of anv competence, a
student at the carlier levels does so in the
context of a set of courses she selects from
among discipline courses generally regarded
asan integral part of 4 general education
Program. As she pursues her development

of a given competence or set of competences
at advanced levels, her work along with
courses in her arca of concentration fi.e. a

fiberal art or area of professional study ) wit!
also include considerable indepeadent study,
mdividually designed.

As might be expected, there has been a
comsiderable evolution in our academic
structure since we inaugurated this new
curriculum. There are now cight competence
awvisions in addition to the six academic
divisions. Academic policy is made by a
committee of the 14 chairpersons.

Each level of cach competence may be--and
is -developed effectively in a variety of
different courses and experiential settings.
bor cach course, therefore, the instructor
develops a syllabus outlining the competence
levelsavailable, the means by which they will
be taught, and the methods to be used for
validating attainmient.,

Using these syllabi, cach competence division
makes a semesterly review of the settings in
which that competence is being offered. The
division alsé holds at least one workshop a
semester 1o discuss problems, discoveries and
guestions that have arisen in teaching and
assessing that competence.

powo
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Introduction

From the students perspective, there are

32 penerdl M levels fourin each competence
e which she mustattain and demonstrate,
In addition, when she has chosen an Area ol
Concentration, she will become responsible
for eight “specialized” levels,

In several protessional disciplines, ¢.g. music
performance, medical technology, these
speciatized” Tevels include a professional
competence which also has alearning
sequence of six fevels, This comipetence 15
designed 1o enable the student to develop
specific abititics required in the professionat
area.

At alf levels of competence, multiple
validations are required. Thus the student
mav, for example, be required to demonstrate
a bevel 1 competence in Analysis in three
different courses during her firstyear. She is
free, however, to chovse when and in which
oi her eligible courses she will atiempt her
demonstrations.,

" While we still count semester hours for

student transfers, funding, and other outside
reporting, they are less and less used 1o
create pre-defined career preparation paths.
We still find them valuable as a record of the

~student’s knowledge base, although we do

Ant attach grades.

The majority of sur students find that
achiceving the 32 basic levels oceupies about
half of their time at Alverno, most of that in
the first two years. A student is usually
absorbed in work for her Arca of
Specialization, including her specialized
competences, for her last two years. This
may include a smaller number of courses,
partly due to an increased use of on ana off
campus cxperiential learning opportunities,
andpartly because the projects sheis involved
in at this level are more extensive.

Distine.ons between “freshman,”
“sophomore’™ and so on have all but
disappeared. Few students as yel show any
-teadency to deviate very far from a four
vear degree pattern, However, the proportion
of midyear graduates is growing steadily.

Adopting 4 competence oriented curriculum
has meant maore work for both faculty and
students, particutarly during these first years.
But it has also made for more rewarding
work, since articulated goals are more
possible to attain.

Thus, for example, the increased amount of
time we spend together as a faculty—three
faculty institutes a year, every Friday
aftarnoon reserved for workshops and
meclings - is both a cause and result of our
Feightened consciousness of oursclves as

¢ Jucators, By rigorously examining oursclves
and what we profess, we have developed a
Lunsensus about our cducational goals. And
we have been able to articulate thay
consensus into meaningful, snedific detail so
that we arc indeed working together on the
same tasks however diverse our disciplines
and teaching styles.

o
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Indeed, we are now finding that those very

diversities which used to sepuarate and
threaten us are our most valuable assets in
tackling the complex teaching assignment we
have sct ourselves. To us as o faculty this has
been the greatest benefit of the adventure
that began six years ago with a4 set of difficult
questions.

The students have likewise benefitied. Ou:
expectations and their goals are much more
tlearly stated, and the means of assessment
more clearly defined. As a result, we are
finding that “*self-direction” and “solf-
corifidence’ -two obviously desirable
gualities we had reluctantly concluded were
untcachable and unmeasurable: -are emerging
guite clearly atter all as by-products of
developing the more tangible competences.

We are also more flexible than before. No
onger can any of us fook ut a stack of tindgt
2Xams or term pdapers and conclude, "Well,
iome of them just didn't guite make it,"” We
sre committed to design alternative learning
ituations to enable the student 1o
demonstrate that she has learned. And we
5o have at hand the resources of the entire
sollege- including the competence division
ind every colleague who is likewise
ittempting to foster that competence. | or
he student there are always other courses in
vhich she may elect o develop and
femonstrate the competence without having
o repedl d course,

Finally, we have recovered a sense of the
adventure of teaching and learning. Some of
the competences we have identified (notably
the final three) represent distinctive modes
of thought that we could percive at work in
certain areas of content, though we could
not yet isolate or describe them as exactly
45 we can more classical modes like “analysis”
and *'valuing.” Working with these
competences we dre constantly discovering
what itis that makes them unique, and how
they function.

Expanding our repertoire of teaching and
dssessment methods is even more of an
adventure, Itis hard to convey the steady
level of excitement and enthusiasm that
pervades a faculty who have labored
tugether to articulate their common daims,
and dre now working together to achieve
them. And itis even harder 1o measure
but impossible to mistake -the effect such
dn atmosphere has on students newly
embarked upon d liberal education,
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1. Effective communications ability

Communications s o required competende
i the Alverno learning program focusss on
sistlined presentation of niessages b e
student as sender, and on response te
studentas receiver Lo varicty of
presentations,

\ student develops the ability to make clear
and foreetul presentations of any moessage
she sends, with and without the md of
araphs, vistals and clectronic media, She also
learns fo Leke insuch presentations oven i
they tack clartty and foree so th e can
make meaning from them in relation to her
thinking and her life,

Pren o adents to present an extended
mess. s classically tocased on forms, We
huave tried to focus the Alverno
Communications Competence onda process
the process of making connections hetween
Jpresenter and anaudicnee.

I he cempetent communicator habitually
nuikes such connections. She can adapt a
message 1o an avdience, and she tan act as
an imvolyved and analy tic audience herself,
She recognizes innumerhle instanees in hifd
that require this ability o “make meaning’

whether the setting is a FV program, a
classroom, a business organization, or a
neighbhorhood group.

The criteria of effectiveness in this process
are all hased on cluritication and
mvolement, When the student developing
her communic.ations competence speaks,
wiites, graphs, of presents in mised media,
She must clarify her message for an audienc
and use medns to involve them in it. Readin
listening to, or interpreting & presentation,
she must darify the sense of the message fd
herselt and involve herself with it

How do students learn o clarify meaning an
to involve others or themselves as audience!

Besides offering dassroom instruction and
practice, communications teachers require
cach student to look among her ongoing
expuricnces  with pecrs, parents, college
personnel, employers, in textbooks,
newspapers, letters for situations that
demand connections between presenter dang
audicnce. In cach situation, she fearns to
present ideas and convictions in terms of
her own experience and to involve the
experience of the audience as far as possibl

As audience, she learns to assume the same
kind of responsibility, She practices taking
in presentations accurately, transtating ther
into her pwn experience, relating them to h
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own idueas, contranting them with her own
values and convictions, and examining them
for limits, implications, and possible
applications,

The process by which the Alverno student
develops hier competence in communications
begins by estahlishing a base where she is. It
builds consistently on that base, extending
into something new at cach ot the six levels.

Throughout the process, the abilities
developed are speaking, writing, reading, and
fistening, with the supplementary skills of

graph making and illustrating through media,

These abilities are separated from other
aspects of communication {such s
interpersonal skills, which make up ¢ whole

sepdrate competence) to alfow enough
empliasis on cach for truitful development,

The consistent building of these abilities
moves from self-assessment into learning
from modvls, then toward effective
performance with increasingly complex
content. The student at advanced levels
develops aninteriorized theory 1o undergird
her communications activitics, and applics
that theory 1o effective presentations using
clectronic and other media,

Atall levels, the student demonstrates her
developing competence in two distinct roles

initiator/presenter and responder/audience.
She does so before an instructor/assessor, or
a team of assessors, who evaluate her
performance using the same criteria she hdas
learned 1o apply,

15



1. Effective communications ability

General Competence: Levels 1-4

Level ot the Communications Computence
Starts the student on a track of seff-
assessment toward more effective
performance. She has done speaking, writing,
reading, listening, and perhaps some graphing
before she came to college, Now she exereises
cach of these in situations involving
explanation and/or persuasion based on
non-technical information. In the process she
[earns to isolate and analy /¢ her strengths
and wedaknesses, so she can consciously work
a1 development and can understand her own
sUCCUsses enough to repeat them.

Al Level 2 the student works with model
purformances within different disciplines
toincrease her understanding of the strengths
and weaknesses she has discovered. She
unaly2zes models in speaking and writing,
sumetimes supplemented by graph making.
In doing su, she consciously practices
listening, reading, and interpreting.

She learns to make distinctions among,
audiences: How docs a popular audience
affect the way she might talk about her
college education? What Kind of letter does
she write to a professional person whose aid
she wishes toenlist? While learning adaptation

to audience from effective models, she also
begins dirccted observation of audio-visual
echniques as they relate to effective speaking
and listening.

The student at Levels 3 and 4 develops
ctfective performance by building on her
strengths and eliminating obstructive
weaknesses. She puts into practice her
growing understanding of effective
communications and of herself as a
communicator.

The topics she deals with at Level 3 are
aspects of her studies which are sufficiently
limited for her to understand them
thoroughly. They are sufficiently complex,
however, that she must combine her growing
communications skills with her abilities in
other competence arcas -analysis, synthesis,
and application.

She performs as a speaker, writer, and
grapher of information. In a speaking
situation, she shows that she can use graphs
and other simple visuals cffectively. She
shows that she can analytically listen to and
read verbal communications and graphs. And
in listening, she shows that she understands
the effect of more complex media on the
presentation of information.

Al Level 4 the student continues her
development by working with increasingly
complex content. Here each situation
involves clarifying basic concepts, like
biological adaptation or civil rights, from
three different arcas of knowledge. Ina
situation that integrates all her
communication abilities, she demonstrates
ability to adapt her message to a variety of
audiences and purposes.

O
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Specialized Competence: Levels 5-6

The student develops these levels of the
Communications Competence within the
context of her Arca of Concentration, such
as religious studies or education. She has
already studied mudel performances, and has
effectively performed on several occasions as
a spcaker, a writer, a listener, a reader, and a
maker and reader of graphs,

With this background, she now studices
communications theory at Level 5, and
begins to interiorize some integrating
concepts. She develops a theoretical
understanding of several aspects of meaning
and form. She fearns how and why some
things clarify while others confuse. She
learns which aspects in & communications
encounter work to involve the audience and
which tend to dissociate them. She must
then apply thiese understandings in
responding to a presentation, and in planning
and executing one,

AtlLevel 6 the studentdevelops her ability 1o
respond to her audicnce, in d:fferent
situations related to her discipline or
profession, with an integrated presentation
of an extended message. She addresses a
varicty of audiences, cach for a different
purpose.

She learns to integrate the use of medid in
her presentations. Although she need not
become a'photographer or commercial artist,
she does learn how and where 1o acquire good
photographic, cassette, film or other
software. And she ledarns 10 make them work
smoothly and effectively for clarifying her
message and involving her audience,

In a varicty of instances, the student at this
level is asked 10 explain how her written,
ordl, and mixed media presentations refate
to theory. Specifically, she is asked how
individual choices she has made in creating

a performance relate to audience and
purpose, and how they premote clarification
and involvement.

'he student who achieves Level 6
competence has developed an understanding
of how meaning is madce from experience in
the process of communicating, She has
cultivated = repertoire of abilities with which
to contribute to the making of meaning in
her society.

17
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2. Analytical capability

in Plata’s academy, in the Renaissance
“trivium” (rhetoric, logic, and grammar},
and in modern Mgeneral education”
requirements, cducators seem always to have
valued o fundamental competence in Cclear
thinking™ as essential to the well educated
person,

Mathemuaticians stress the inherent Togic that
ables number svstems to deseribe and
oredict: philosopbers rely upon systematic
investigation of araements and issucs;
physical and behaviorai scientists teach the
imperatives of careful data analysis and
scrupulous verification of hypotheses,
Critics ob artand literature express judgments
that result when analy tic minds join with
esperience to reveal the beauty and pattern

of exprossive werks,

Educators have thus been committed to the
development of human reason for nearly as
tong as the historian can help us remember.
Yet it is more common for students today to
study the products of reason rather than the
process--1o become adept at reiterating and
cataloging the products instead of creating
their own unigue fusions of experience and
reason.

Some say the changing student population
has made it absurd for cach student to engage
in such a process. For most, they say,
imitation and explication are all thatis
Jttainable or even desirable.

Al Alverno, however, we believe this very
student population makes it mandatory that
we renew our commitment to teaching the
processes of reason what we call analytic
competence.
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A student should leave college equipped to
sift the multitude of products - from opinion
polls to urban plans, from art “‘movements”
to religious philusophices  which do appear,
and 1o judge them reasonably. She employs
the samu analytic abilities in making personul
and professional decisions,

General Competence: Levels 1-4

The entire range of what is generally called

cognitive skill development™ s included in
the six developmental levels of the Analysis
Competence, The student learns to analy ze

different works prohlems, situations, fssues
ideas, substances or processes -in a mannor

which is primarily inductive.

v

Before she can understand the whole, a
student must fearn to observe the individuad
parts and their refationships to one another.

Generalizations about meaning or signific ance
of & work are possible only after this
“breaking apart” has been undertaken,

The student is first encouraged 10 notice
carcfully the obvious parts of her subject
(the explicit elements of a work), and then
to make reasonable inferences about the less
obvious parts (the work's implicit elements).
In the carly stages, there is constant
emphasis on grounding her inferences in the
reality of the observable—the “facts’ she is
dealing with,

Astudent andalyzing a short story might thus
demonstrate Level T competence by
identifying the story's most obvious
components, such das narrator, setting,
characters and chronology of events, She
would also be asked to show some awareness
that more subtle elements, such as conflict
and tone, can be identified only through
reasonable inference,
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2. Analytical capability

Levei 2 then focuses on the student’s ability
to infer significant implicit components of
a work and requires her 1o distinguish
reasonably between fact and inference,
evidence and assumption. For example, a
student in a fiterature class might fearn to
infer a theory of human motivation from
several authors’ portrayals of a person’s
intent and subscquent conduct. The explicit
clement at this point would be the various
portrayals, and the implicit element the
theory,

The student movges toward Level 3
competence ¢s she begins to sec how some
of her inferences about specific, isolated
parts of a work refute cither causally or
functionally to one another. She also begins
developing morc sophisticated classification
schemes to organize her understanding of a
work.

The student at this level can recognize
patterns, trends and emphases- she sees
specific ways in which she can show how the

o
e

meaning o, a work flows out of the
refationships within it. A student in an
environmental psychology course, analyzing
the relationship between chair placement and
verbal interaction, might begin by observing
different placements and recording the
amount of verbal exchange (explicit
behavior). Then she might develop aset of
hypotheses {implicit assumptions) aboul why
verbal exchange differs with different
arrangements. Finally, she might set up
several placements in order to test her
hypothescs.

At Level 3, the student has not necessarily
shown how dll the patterns or relationships
she has identified fit with each other to
explain the whole work. This is the essence
of Level 4--discovering organizational unity
in 4 work, and learning to integrate most or
all of the patterns discovered at Level 3 and
arrive at a description of unity or at
conclusions about meaning. A student in

a nursing course, for instance, might be
ashed to analyze the relationships among
certain key factors known to influence
nutritional adequacy in individuals adapting
to adolescence, pregnancy, lactation or old
age in order to determine whether a
prescribed dict meets RDA standards.

|
|
|
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Specialized Competence: Levels 5-6

Level Softhe Analytic Competence provides
opportunities for a student 10 explore works
that are usually more complex and more
broadly defined than those she studied at
Levels 14 Her main goal here is 1o become
a habitual analyst: 1o perceive the myriad
ways in which one can proceed analytically.

The process at Level 5 includes both the
inductive means described above and
deductive processes more suited 10 testing
the concepts of her particular discipline. She
learns 10 test her own analytic procedures
against those employ ed by “experts’ in her
ficld.

She also learns to vary her analysis and
conclusions by the application of different
“theoretical frameworks.” This means,
essentially, that she learns Lo analyze from
avariety of perspectives, not always taking
the same approach to every work. She studics
at Level 5 under the close guidance and
supervision of professionals in her area of
specialization,

AL Level 6, on the other hand, the student
demonstrates her ability to woik
independently on a single large, complex
project. Here, she must use all her previously
developed analytic skills to unravel **e work;
she must show that she can draw verifiable
conclusions while dealing with a complex
work, or a sct of works tied together by a
common denominator.

She will probably design her own project, in
consultation with her professors. This, 100,
will help to demonstrate that she can think
through large, complex projects logically and
can convince others of their inherent
rationality.
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3. Problem solving ability

Asking a critical question, making an
educated guess, proposing alternate solutions

Ahese are generaliy recognized as distingtive
fedatures ot human intellect.

Getling things done, adapting a plan to the
constraints of time and resources, criticdlly
evaluating performance in midstream - these,
Lo, are admitted hallmarks of applicd
intelligence.

At Alverno we have grouped these abilities,
readily acknowledged as desirable vet rarely
planned das deliberate outcomes of cducation,
ander a seneric Problem Solving
Competence. We have attempted to design a

plan for their development in response to
the need  and the opportunity- - for the
educated person in our socicty Lo enler into
innumerable processes of planning and
change, in both public and private life.

The competence is focused on developing a
otudent’s ability to get things done through a
conscious, organized process. At the advanced
levels, it further explores the distinction
between working toward a goal and the
accomplishment of that goul.

Problem solving, which coordinates many
wpdrate abilities, clearly overlaps other

compelence areas in the Alverno learning
program. It draws on abilities fostered in




Analysis (the habit of trained observation,
identitving relutionships) and Valuing {the
abifity toapply values at cach stage in making
adecisiond, [t also involves the ability to
formulate a goal and to articulate obstacles,
ahiernate approaches and costs  skills
developed in Communications and Social
Interaction.

AL Lhe samie time, however, problem solving
calls for its vwn unique and often difticult-
Lo-assess gqualities. One s the imaginative
ability 1o project consequences, and to pursue
intwitive “hunches.' Another is the affective
strength to risk implementing a solution, and
to persistin the face of drudgery and
frustration. A\ third is the feasibility to adapt
to constraints, and to dceept and learn from
negative results.

General Competence: Levels 1-4

Phe first four levels, required of alf students,
begin with an introduction to problem
solving and its various elements and conclude
with the student demonstrating her skills in
dacomplele problem solving process.

At Level 1, the student learns theoretical
trameveorks for problem solving. She isolates
the assumptions, technigues and limitations
inherent in several different approaches. She
comes Lo recognize the common elements in
maodels from a variety of disciplines.

DO
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3. Problem solving ability

For instance, the scientific method used in
chemistry or biology will usually involve lab
experimentation and the use of controls. A
phitosophical approach, on the other hand,
is likely to depend on logic and guestioning
technigues.

As she fearns to pereeive the andlogics
underlying such diverse approaches, the
Judent frames her theoretical understanding
of problem solving, She abso becomes
semsitive 1o the multiplicity of godls toward
wvhich human cfforts inay be directed.

[he student works at Level 2 on whet is
probably the most ditficult part of problem
wiving: defining the problem. 1 is not

cnough that she be given o problem and,
applying 4 specitivd approach, design o
wolttion. She must becor e able tJiscern in
an nfocused siteation vhat the probois,

and 1o formulate its central question clearhy.

20 2 4

For example, in a management course d
student might analy/c a case study of an
institution's personnel department Lo
formulate the problem revealed by lowered
productivity and morale.

Work at this level calls for careful observation
and description, as well as some analysis
and goal-setting. The student also begins
bringing into play her imaginative and
projective abilitie,. She must also use her
skills at synthesizing and communicating to
st forth her statement of the problem,

At Level 3, the student actually employs the

process of problem solving. She is responsible

tur defining a problem, designing a solution
process and carrying it out. At this level she
will often develop genuinely new data- such
s 11t generated by a field survey or a lab
experiment rather than rearranging
information from other sources, She also
writes a descriptive logor abstract, explaining
her methods and conclusions.

Al Level 4 the student compuares upprouches
Lo problem solving. This comparison may
take many forms. For example, in a
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psychology course a student may investigate
experimentally the question of which of two
teadership styles is more gffective in working
with edolescents, b a musicianship course
she may be required 1o create a piano
composition within certain prescribed
constraints, Then she may compare the
approaches used in the two problem
<ituations from the standpoint of
assumptions involved, risks taken, certainty
of resutts obtained, alternative solutions, and
socbortn

Fhe obrective at this feve is to have the
student clarify for herself several legitimate
approdachus to problem solvirg, based on her
own experiences as d problem solver. She also
begins deating with problems that require
her to ¢rordinate her efforts with others,

Specialized Competence: Levels 5-6

The student who enters the advanced leveis
i called upon in Level 5 1o desiyn and
implement an original problem solving
project that challenges the range and depth
of her specialized knowledge, ond necessitates
her dirccting or collaborating with others.

An important final step at this level is an
intensive review and analysis of the entire
problem solving process as she has employed
it. This capacity for reflective evaluation is
essentidl to an effective problem solver.

At Level 6, the student functions
independently as a problem solver in a
number of different situations. Her assessors
focus here on whether she has internalized
the elements of an effective problem solving
approach,

Sheis expected 10 show ability to perceive
and define problems from ambiguous
sttuations; to concentrate and persisy until a
Lask is completed; o accept uncertainty and
act upon limited information; to generate
feasible alternatives, and to respond creatively
Lo constraints, changes and her own
evaludation of her performance.
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4. Facility in forming value judgments
within the decision-making process

Alverno College includes valuing and ¢ ~cision
making at the core of the student's learning
process ot the assumption that her value
svstem will be crucial to the direction and
meaning of her tife, Our age of alienation
and mass socicety gives us ample warning,
morcer. o hat these shills are survival toois
on whi. s only the individual but the
whole of Westera culture 0 well depend.

Decisions about "What is the good?'" and
“What is worth striving for?’* are implicit in
every human endeavor. The attempt to make
those decisions explicit, to dedl consciously
and consistently with such questions, is one
of the classic enterprises of the mind.

In the spirit of this enterprise, the Alverno
faculty addresses itself directly 1o developing
a student’s abilities to discern values, to
resolve value conflicts threugh a decision-
making process, and to evolve and articulate
apersondd value framewerk for committed
living,

Because valuing is pervasive, the broadest
range of disciplines- aesthetic, scientific,
political, cconomic, philosophical, religious,
literary -are included as the proper context
tor the student’s development of her abilities,
Because values are dynamic, her learning
environment attempts to challenge her to a
continuows choosing of goals and
restructuring of her values.

General Competence: Levels 1-4

The first major task to engage the student at
Level Vs making values explicit. She works
atidentifying those beliefs and attitudes by
which she understiands and organizes her
experience. She works at becoming aware of
the sourzes of her values, and the
relationships between them.,

Through recorded journals and logs, through
simulation and role playing the student
examines her own behavior patterns for the
values they express. She looks at her
decisions, and the processes by which she
makes them, and begins developing a
vocabulary with which to analyze values and
decisions,
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At Level 2,5 udentextends her attention
bee vwd indis gt values to historical and
cuttural expressians, Interrisii Laltues trom
literary , artstic. historical, philosophical
and rebigious works, she begins to understand
the impact of individaal and group value
choices upon the human community.,

The student at this level establishes a buse
trom which she can distinguish individual
from socictil values and goals. She gains
insight into the causal relationships between
values and the cultural matriv.

The student at Level 3 tooks at some
problems of valumy techiological ¢hanye.

She examines how scientific develupments

intluence the scope and consequences ot
responsible moral decision making,

In an era dominated by enormous
technological power and extreme human
need, she must learn how new technology
brings new problems, and how it forces
reconsideration of both personal and cultural
values. She must face the question: “Whose
values are to guide future development?”

At Level 4 the student applies valuing to the
process of decision making. First, she
examines the rofe of vatuing in several
instances of both personal and public
decision making.
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4. Facility in forming value judgments
within the decision-making process

Then, in a selected context, she tormulates
goals trom a complex of issues. She identifies
the values underlving these goals, then works
through the process of accomplishing them
in a decision making ptan of her own design,
Frequentiv, actual use in field projects will
turther acquaint her with various tools and
models in decision making.

At this level, the student gains facility in
several skills she has been developing, She
projects conseguences, develops alternatives,
identifies resources and obstacles  and learns
to apply her own and/or group values at
cach step. Finally | she practices reviewing
and evaluating her own decision making
behavior,

Moving through these four basic levels, the
student has engaged in processes of increased
complexitv. She has identified and examined

her own value framework and developed a
working vocabulary for valuing and decision
making. Analyzing diverse expressions of
value in human history, she has learned to
infer, interpret and judyge value problems
and decisions from abroad basc of awareness

She has investigated complex issues of
technical and social development, assessed
relationships between private decision makin
and public policy, and learned to isolate and
confront value problems raised by change.
Finally, she has practiced defining, projecting
and evaluating the elements of decision
making in bouth theory and practice.

Specialized Competence: Levels 5-6

At Level 5, the student broadens her
understanding of value dimensions in cross:
cultural problems. Through experiential
learning in the local community off campus,
she becomes more familiar with the ways of
life of other people. Interacting with persons
of different cultures and convictions, she
examines the deep value assumptions and
attitudes that undcerlie cultural
ditferentiation.



In this experience the student confronts a
whole new range of social, legal and moral
issucs that contemporary society’s global
culture contacts have brought into being.
She comes to recognize and empathize with
the value systems of diverse human groups.
This accepance of pluralism can be the
beginning of acanstant exploration, in which
she regularty reexamines and reorders her
beliefs and prioritics in light of what she
discovers.

Level 6 directs the student’s energics into

the complementary process—articulating and

expounding her own value judgments. She

works to synthesize her own constellation of

value and goal decisions about a selected
issue, then distinguishes her judgments from
alternate patterns gencrated by differing
cultural, disciplinary or other approaches.

She must outline the differing value positions

and their sources and implications and,
finally, apply her own evaluation in an
articulate, persuasive presentation. This
“‘apologia” {together with her own critique
of it afterward) integrates her insights and
skills in valuing and decision making, along
with several abilities fostered in other
competence areas.

The student who achieves this level of
competence has also begun to experience
commitment. To draw together and seriously
attempt to communicate her value judgments
and priorities inevitably involves her in the
lifelong process of “standing for something.’
Most important, she does so not as an
ideologue, but as a skillful and sensitive
secker of the good, who dedicates herself
and encourages others to pursue valtue in life
through conscientious decision making.

ERIC
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5. Effective social interaction

Competence in dealing with others is crucial
to personal and professional success. A
socicty that accomplishes the bulk of its
work in consultation, discussion and debate,
on committees and task forces, must depend
heavily upon those members who can be
effective in interpersonal situations,

Yet seldom since the Renaissance notion of
the “gentleman’ has the development of
socially effective persons been an explicit
focus of higher education. Particularly in
the last two centuries, under the influence
of the German university model, collegiate
curricula have found social skills to be less
and less amendble 1o development in the

formal ciassroom context. As universal higher
cducation intensifies the pressures of time and
population upon teaching, the difficultics
are magnified.

At the same time, however, a rapid coming
of age in the behavioral disciplines has begun
to offer tools and techniques for isolating,
measuring and evaluating social interactions.
These new resources, together with our
situation as a small college, have encouraged
the Alverno faculty to attempt defining a
Social Interaction Competence as an integral
part of the learning program.

Effective social interaction, 