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PDP Honors Workshops at Berkeley expected students to excel
through collaboration in small groups on difficult problem sets.
The workshops produced startling results in which minority
students at greatest risk of failure outperformed minority
students at lowest risk of failure. PDP has received universal
recognition in higher education and has been adapted on at
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Program (SI), which stresses out-of-class group learning, and
trained faculty members in "high risk" courses in supporting this
effort.
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strategy gives students a better sense of how scientists work
than the more usual "cookbook" experiments.

Clemson University: Revitalized Undergraduate Mathematics
with Symbol-Marnipulating Graphics Calculators

Clemson mathematics faculty have integrated the newly
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of their peers, students use the computer to test economic

theory and develop policy, and thus begin to think and feel like
economists.
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practical, hands-on approach that enables students to develop an
intuitive grasp of scientific theory.
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Development Project in French Language and Culture . ... 123
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cultural material taken directly from French television
broadcasts to schools and colleges in the U.S. and Canada.
Project personnel also developed instructional materials to
accompany the monthly programs, and responded to a variety of
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than 100 countries on five continents.

New Mexico State University: Overview, Case Study
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course into conceptual blocks, instructors help students to
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system, enables students to integrate the visual, aural,
kinesthetic, affective and chronological components of musical

comprehension.

University of Oregon: Biology Laboratory Construction Kt with
Intelligent Tutor

Is it possible to create a flexible computer environment that
permits introductory students to design, build, and test realistic
simulations in biology? T"e Biology Laboratory Ki: enables
them to construct a variety of cardiovascular systems while con-
veying a sense of the design and behavior of complex systems.
A software-based Intelligent Tutor provides a curriculum for the

students’ biological exploration and explains or critiques the
systems’ behavior.
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practice and feedback to iinprove their ability to solve complex
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address this problem in a large state university, SUNY at
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plines, hypothesis formulation, and organization of course
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of potential spies for the Allies in World War II, this project
identified the basic traits and skills of competent teachers, and

designed simu’ations to enable prospective teachers to demon-
strate these skills.
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for Teen Single Mothers

To combat the alarming incidence of early maternity among
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PREFACE

The Fund for the Improvement of Postsecondary Education--F.PSE
to its friends--supports pilot tests of new ideas in postsecondary
education. This volume describes some interesting campus experi-
ments whose support from FIPSE ended between 1989 and 1991. In
addition, the volume attempts to draw usable conclusions, asking what
worked, what didn’t work, and why. It has been designed to help
American colleges and universities facing issues similar to those that
faced the directors of these projects. Among the issues:

o how to assess student learning objectively while protecting
faculty ownership of the assessment process;

how to use computers in college teaching;
how to broaden professional education;

how tc raise mincrity--and majority--achievement in math and
science;

how to integrate teacher education into a liberal arts
curriculum.

This book is the second in a series. In October of 1990, when the
first volume of Lessons Learned from FIPSE Projects appeared, the
entries on the various projects were described as project self-portraits
polished by FIPSE staff. The same applies this time around. Of
course that is not to say that FIPSE staff helped the project directors
paint their work in favorable colors. It means that while the entries
rest ultimately on outcomes data supplied by the project divectors




themselves, FIPSE staff helped to elicit important facts from the
project directors by posing hard questiens, and FIPSE staff drafted the
entries. The leader of this rather complex undertaking has bheen Dr.
Dora Marcus, FIPSE’s specialist in project evaluation.

But the differences between this monograph and its predecessor are
significant. This volume harvests the first generation of FIPSE
projects which had been consciously designed from the outset to be
evaluable, FIPSE having boosted its commitment to evaluation in
1986. Hence the following accounts of what did and did not work are
more thorough than some of those in Lessons Learned I. A second
difference is the number of projects described--30 rather than 15, with

especially strong groupings in the areas of assessment and computer
assisted instruction.

The temptation to draw lessons from the process of drawing lessons
about postsecondary education must be resisted. (What would come
next, after all?) Still, several things strike an observer. First, it is
notable how powerful good outcomes data can be in selling other
practitioners on a given innovation, once those practitioners are
persuaded of a need. Rhetoric may be the key to raising consciousness
about a certain academic problem or issue, but it is the innovator
armed with figures who wins support for a particular solution. On the
other side, however, it is puzzling how slow many postsecondary
educators are to compile evidence about what works in teaching and

learning, considering the stress they typically lay on evidence in their
scholarly work.

Last, in the midst of this case for drawing and sharing the lessons
of reform, a note of caution. Paradoxically, it might be wise to
reinvent some kinds of wheels on every campus, rather than learning
directly from the achievements of others. One thinks, for example, of
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general educaticn curricula. Local wrangling about the content of the
general education curriculum may play an important role in the pro-
fessional development of the academic community, and the resulting
sense of local ownership may be crucial in motivating faculty to take
on what are often seen as less glamorous teaching assignments. That
the particular content of the general education curriculum at a campus
may in fact have little impact on the kinds of intellectual growth most
people care about (see below, p.38) makes this seem less paradoxical.

The project-portraits that follow are of course mere sketches. But
all of our former project directors have indicated their willingness to
fill in details, and they will welcome calls from readers of this mono-
graph who have been intrigued or inspired by what they read here.

Charles H. Karelis, Director
Fund for the Improvement of Postsecondary Education
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ASSESSMENT

FIPSE has had an interest in assessment from the time of its
founding. Of the 89 projects the Fund supported in its first round of
grants in 1972, 15 concerned assessment of student learning outcomes.
By 1990, 29 Comprehensive Program projects involved assessment.

The ten successful programs described here range from large inter-
national conferences to particular projects in individual institutions.
The prevalence of consortial projects and other kinds of large scale
activities in this area provides a notable contrast with other program
areas, where individual institutional activity is the rule. This
phenomenon can be attributed to a variety of causes, including pres-
sures from state legislatures and regional accrediting agencies, the
manifest advantages of pooling experience in an area where strategy
and technique are just beginning to develop, and the need to have a
larger number of students with whom to validate outcome measure-
ments than a single institution can provide.

The last two of these problems becomes particularly acute in the
case of particular disciplines. Here even consortial arrangements,
while solving the problem of having a sufficiently large pool of
students, run up against the problem cf differences of approach and
emphasis from one participating department to another.

These programs illustrate a rich variety of assessment strategies
and instruments. Departing from early efforts that relied on input
factors, nationally normed tests and quantifiable outcomes like grad-
uation rates and alumni satisfaction, the new assessment programs
look at specific performance outcomes. Tests are likely to be faculty-
made and tailored to measure success in achieving precisely defined




learning goals. Comparative assessments are well controlled, use
statistics carefully and employ a variety of assessment strategies.

For all the technical care that has gone into developing these
assessment projects, conclusive demonstration of the degree and full
extent of student learning as a result of a specific activity remains
elusive. At present, it is not possible to measure all aspects of student
learning, since only a few instruments can demonstrate differences
that are both conclusive and substantial. The problem is compounded
Iy the cumbersome logistics of following students for long enough to
assess the full effects of their educational experiences and ensuring
their participation in assessment activities in which they have no
personal stake.

The proliferation of assessment programs further suggests a need,
not directly addressed by these projects, to develop ways to assess
assessment. As outcome assessments become a common feature of the

higher education landscape, FIPSE will expect to see more effort in
this direction.
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BUTTRESSING ASSESSMENT

AAHE’s Assessment Forum
The University of Tennessee, Knoxville’s Assessment
Resource Center

Purpose

As the assessment movement gathered momentum a decade ago, it
became apparent that colleges, universities, and academic departments
across the nation would need help learning the rudiments of assess-
ment and making plans to evaluate their programs. Since there exist-
ed no resource centers dedicated to assessment, and no bibliographies
or directories, institutions that had emerged as leaders in the field,
such as Alverno College, Northeast Missouri State University, Miami-
Dade Community College and the University of Tennessee, Knoxville,
were overwhelmed with requests for guidance and information.

In 1986 FIPSE funded two projects designed to share expertise and
resources on assessment with national and international audiences,
and to foster and publicize advances in the field: the University of
Tennessee, Knoxville’s Assessment Resource Center, and the Assess-
ment Forum of the American Association for Higher Education. Dur-
ing the three years that followed, the men and women who staffed
these projects answered thousands of inquiries, presented and pub-
lished scores of papers and reports, and organized conferences and
workshops whose principal problem became how to accommodate the
escalating numbers of participants. These efforts to inform, assist, and
guide the dialogue on teaching and learning have helped to revitalize
undergraduate education on many campuses in recent years.
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Proiect Activities

From the 1990’s vantage point, it is difficult to envision the
assessment field, and indeed higher education, without AAHE's
Assessment Forum and The University of Tennessee, Knoxville’s
(UTK) Assessment Resource Center. In the mid-1980’s, however,
colleges and universities were struggling in isolation with state
accountability mandates, accrediting agency requirements, and internal
concerns with declining student performance and the efficacy of the
curriculum. The only help available came from word of mouth,
impromptu exchanges, and serendipitous discoveries in the library.

Thus, the logical beginning for both AAHE and UTK was to gather
in a systematic fashion the information on assessment that was
dispersed throughout the country. Accordingly, the staff of the
Assessment Forum and the Assessment Resource Center set about

commissioning and writing papers, visiting campuses, and organizing
workshops to learn about and contribute to efforts across the nation.

The volume of the dissemination activities undertaken by these
projects explains their emergence as major forces in assessment. Over
a three-year period, UTK’s Assessment Resource Center produced
eight major reference works, 19 research reports, an international
conference, a consertium of campus-based leaders, a cross-national
study of assessment, several assessment bibliographies, and a national
newsletter--Assessment Update, published by Jossey-Bass, the first
newsletter dedicated to assessment in postsecondary education. It
provided services to campuses in 49 states plus D.C. and Puerto Rico
and five foreign countries through workshops anc’ visits, and sent
materials to 1400 colleges, universities and organizations.




Between 1986 and 1989 AAHE’s Assessment Forum distributed
approximately 30,000 resources to individuals and organizations. The
Forum compiled available literature, commissioned and produced a
series of papers (now in second printing) on various aspects of
assessment, published a directory of outstanding assessment projects
and organized annual conferences that drew close to 3,000 people.
AAHE’s own publications helped to spread the word. Two issues of
the AAHE Bulletin focused on assessment, and Change magazine be-
came a major vehicle for news and reflection on the field, especially
the award-winning article in the October, 1990 issue on assessing
assessment.

Major Insights And Lessons Learned

The work of these two centers was not simply dissemination, how-
ever. Both were actively engaged in research and analysis as well,
attempting to identify lessons and trends in assessment. Their
findings include the following:

o The workshops, readings, arguments and meditations of the last
half deca-e have not been in vain. The higher education communi-
ty has grown increasingly sophisticated about assessment. For
example, the audiences of the early AAHE assessment conferences
manifested above all an urgent desire to understand assessment so
as to ward off its anticipated dangers. Within a year or two,
however, attendees began to express a need for guidance in their
search for the best models. Eventually, based on their own ex-
perience, faculty and administrators undertook a quest for alter-
natives to standardized instruments. At present, there is a new
sense of confidence with respect to assessment on the part of higher
education professionals, and a concern with keeping assessment




connected to the classroom and making maximum use of its educa-
tional potential.

o The profession’s preferences regarding instruments of assessment
have also shifted. An early interest in standardized tests and
external examiners has given way to exploration of alternative
approaches such as self-assessment, pcrtfolios, and interviews,
brought on in part by an awareness of the diversity of institutional
cultures and the importance of ensuring faculty commitment.

o Finally, as the field has matured, interest has inevitably moved
towards assessing assessment. What effect is this massive effort
having on what students learn? On campuses that have engaged in
assessment, faculty are more likely to think about teaching in terms
of student learning. Some are lecturing less and asking students to
write more. There is a new willingness to experiment with tech-
nology for teaching and testing. Most importantly, one sees an
emerging sense of faculty and institutional responsibility for
student learning, and a commitment to monitoring and improving
what students know and can do. In institutions where assessment
is valued and experimented with, the conversation about teaching
and learning has gained in intensity and sophistication, and
ultimately students are bound to profit. As yet, though, the causal

link between assessment and student learning has not been clearly
established.

The ever increasing requests for information and the overflowing
audiences at national and international workshops testify to the con-
viction in the higher education community that assessment, directly or
indirectly, benefits what and how much students learn. The most ob-
vious sign of assessment’s grip on the academic consciousness is that




at present both AAHE’s Assessment Forum and UTK’s Assessment
Resource Center are not only continuing but expanding their work.

Project Continuation

UTK’s Assessment Resource Center has been institutionalized by
the University as the Center for Assessment Research and Develop-
ment. The Center has sponsored a survey administered by six
Tennessee institutions to employers of their graduates, and a study of
possible adaptations of W. Edwards Deming’s quality improvement
philosophy to higher education. FIPSE is now also funding an
Assessment Clearinghouse at UTK to evaluate and disseminate
assessment instruments and methods.

The AAHE Assessment Forum has completed a second 3-year cycle
which included, among other activities, the formation of an "Assess-
ment Leadership Council." This group of practitioner-scholars
examined research and development issues such as training materials,
the relationship between assessment and accreditation and the role of
assessment in pre-collegiate reform. A document entitled "Statement
of Principles of Good Practice for Assessing Student Learning" was
developed by this group. Printed copies of the Statement are available
free (thanks to the Exxon Foundation) in packets of 25 from AAHE.
AAHE has com- mitted itself to continuing the Assessment Forum
with its own funds.

The AAHE and UTK initiatives were prompted by an overwhelming
need on the part of the higher education community at the inception
of the assessment movement. Seven years later the clamor for
guidance and information, far from abating, resounds abroad as well as
throughout this country. Assessment has raised questions about




teaching and learning that will stimulate and inform the international
academic dialogue well into the 21st century.

Available Information

For further information about AAHE’s Assessment Forum, write to:

Karl Schilling, Director
AAHE Assessment Forum
One Dupont Circle, 1ite 360
Washington, DC 200:- -111¢
202-293-6440

Previous AAHE Forum Directors under FIPSE funds are:

savbara D. Wright

Department of Modern and Classical Languages
University of Connecticut

U-57

Storrs, CT 06269

203-486-1531

Pat Hutchings, Director

AAHE Teaching Initiative

American Association of Higher Education
One Dupont Circle, Suite 360
Washington, DC 20036-1110
202-293-6440




For further information about UTK’s Assessment Resource
Center, write to:

Trudy W. Banta

Vice Chancellor for Planning and Institutional
Improvement

Indiana University - Purdue University at Indianapolis

140 Administration Building

355 North Lansing Street

Indianapolis, IN 46202

317-274-4111




AUSTIN PEAY STATE UNIVERSITY

Project for Area Concentration Achievement Testing (PACAT):
Curricular Evaluation

Purpose

In recent years many institutions have found that national
achievement tests were poorly suited to curriculum improvement
within academic departments. Typically, national testing instruments
are not adapted to the goals and content emphases of particular
disciplinary departments, and cannot gauge the impact of the cur-
riculum on student learning. On the other hand, the validity of "in-
house" tests, internally normed and tailored to individual departmental
needs, cannot be judged against external criteria.

The Project for Area Concentration Achievement Testing (PACAT)
responded to this need for assessment in the major that is sensitive
both to department characteristics and curriculum, and to the need to
compare student performance across peer institutions. Begun in 1983
as a consortium of Tennessee psychology departments, it aimed to
expand and disseminate its assessment model in psychology, political
science, and social work to include faculty in nine other states and
create a minimum of six additional disciplinary consortia.

Innovative Features

PACAT surveys were used to identify conteni area emphases of
departments in each discipline. Then assessment instruments for
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graduating seniors were constructed to conform to these curricular
patterns from items submitted by faculty at participating institutions.

By giving faculty ownership of multiple-choice standardized testing
and by measuring the relationship between content area performance
and departmental curricula, PACAT bridges the gap between parochial
instruments and nationally-normed exams. PACAT creates, maintains,
and updates test items and serves as a coordinating office for scoring
and interpreting the summary test results to departments. Score
reports generated by PACAT contain raw and standardized scores for
each content area tested and the individual department’s performance
history.

These senior tests have been used to meet state-mandated
assessment requirements. Since they point out the academic weak-
nesses and strengths of graduating students, individual departments
can alter course content and balance course requirements in line with
test results. Further, departments can evaluate the impact of their
curriculum on student achievement against other campus departments
and against their own performance in previous years.

Evaluation

Several construct validation studies of the Area Concentration
Achievement Test (ACAT) in psychology were conducted by independ-
ent evaluators and by faculty at adopting institutions; that is,
evaluators examined the extent to which inferences and decisions
derived from test scores were supported by evidence and rationale.
Comparison of groups of introductory and senior students showed
seniors’ test performance to be superior on all subtests and on overall
scores. The ACAT was thus demonstrated to be psychometrically




sound and to measure what it was designed to measure--the impact of
the psychology curriculum on student majors. Also, reliability
statistics were collected at each test administration by using multiple
versions of the test and separate groups of participating students.

Evaluation of PACAT shows that the project exceeded its objectives
in the following areas: number of curriculum surveys returned,
number of follow-up requests; number of ACAT instruients
administered annually; number of disciplines and curricular patterns
used by ACAT; number of institutions and states added to the

consortia; and test items added to item pools used to construct ACAT
instruments.

When FIPSE funding began in 1988, 865 ACATs had been
administered in 22 departments during a five-year period, mostly in
Tennessee. By 1992, 5,267 ACATs had been administered in 54
departments in 19 states. Curriculum surveys were sent to 10,600
academic departments nationally and over 4,700 were returned in 13
disciplinary areas. Follow-up surveys were requested by 1,394
departments. The Educational Testing Service contributed to PACAT
a large pool of items gathered under another FIPSE-funded project.

Beyond the three original ACAT disciplines, new instruments have
been introduced in English literature, communications, art, biology and
agriculture. Five new curricular versions of the ACAT in psychology
and two in biology have been adopted for use. New. multi-state
consortia are being formed in history, public administration and
criminal justice.

Of course, the long-term impact of PACAT on students will depend

on the extent to which test results are used to improve curriculum and
instruction. It is too early to determine this effect definitely, since the
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consortia are still forming and it takes several years of data collection
before departments are ready to act on the results.

ACAT has already been used to justify program accreditation,
perform self-studies and comply with state-mandated assessments.
Colleges and universities such as Jamestown College, Belmont College,
The University of Alabama, Ohio State University, Wayne State
University and East Tennessee State University have used ACAT
results to support faculty development, to isolate areas of academic
weak.iess among their graduating students, to readjust curriculum
content to balance those weaknesses, to initiate faculty and student

research, and to provide external validation to program evaluation of
departments and courses.

Project Continuation

Austin Peay continues to support PACAT at levels somewhat higher
than those prior to FIPSE, but it must now obtain independent
funding for ACAT test materials and administration. Presently,
PACAT is continuing its complete program and developing new
assessment consortia.

Major Insights and Lessons Learned

Giving individual departments a voice in the construction of tests to
evaluate their curricula is a long, slow process, taking at least thiee or
four years to implement programs, many of which then require several
years of fine tuning and coordinating efforts with administrators and
departmental faculty. Unfortunately, many institutions ignore stu-
dents while planning assessment, even though that is a time when
they could gain their acceptance and cooperation.
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PACAT revealed that many departments at small institutions are
not able to initiate assessment programs of their own, especially those
using external comparisons. By pooling resources and costs through
consortia, however, assessment can be performed and the diversity of
departmental curricula can be maintained.

Available Information

Information about the surveys, curricular patterns, and the ACATs
in specific disciplines is available by writing or calling PACAT.
Departments are welcome to join consortia at any time and, although
submitting test items is not a requirement, they are encouraged to do
so. Upon receipt of a written request, sample test booklets will be
provided for examination. Commentaries, both favorable and
unfavorable, combined with concrete examples for improvement of the
test items, are welcome.

Anthony J. Golden, Director

Project for Area Concentration Achievement Testing (PACAT)
P.O. Box 4568

Austin Peay State University

Clarksville, TN 37044

615-648-7451 BITNET; ANTHONY@APSU
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CITY UNIVERSITY OF NEW YORK

The National Project on Computers and College Writing

Purpose

This evaluation and dissemination project aimed to assess the
effectiveness of computer-assisted composition programs and to
showcase outstanding college programs that employ this instructional
strategy. A network of 15 competitively selected institutions of all
sizes and types, chosen from among 90 applicants, participated by
joining in a centrally designed assessment program and by sharing
their computer-use models and instructional strategies with each other
and with wider audiences.

Project Activities

Each of the 15 institutions agreed to carry out an assessment
activity according to a common plan. Each site identified at least six
sections of English composition, three taught using computer-assisted
instruction and three by conventional methods. Each section enrolled
similar kinds of students within a single institution, but this was not
necessarily the case across institutions. A pre-course and post-course
test common to all 15 sites was administered to each student, who in
addition completed the Descriptive Test of Language Skills Sentence
Structure Subtest and questionnaires regarding attitudes toward
writing and writing anxiety. Each participating institution gathered
site-specific qualitative data. The final sample consisted of 1,700
students, equally distributed between computer-instructed and regular
sections.




The essays were evaluated centrally, all 1,700 holistically and 10%
using analytic assessment methods. While overall the holistic scores
showed no difference between experimental (computer instruction) and
control (traditional instruction) groups, the scores did reveal
significant advantages of computer instruction for those in
developmental classes, adult learners and community college students.
The analytic scoring did show significantly better performance by
students in the experimental sections. Students in computer-based
classes also showed a significant reduction in writing anxiety as
compared with those in the control groups.

The dissemination activities of the project were concentrated in a
conference, "Computers and College Writing: Curriculum and
Assessment for the 1990’s," and a monograph, Computers and College
Writing: Selected College Profiles. The conference enrolled 600
participants from North America and Europe in June, 1990 and was
followed by additional conferences in fall, 1990 and spring, 1992. The
monograph contains accounts of computer-bas>d composition

technology and instructional strategies at 49 institutions in the United
States.

Innovative Features

The project is unique in its efforts to assess the effects of computer
instruction on student learning and attitudes across a large number of
institutions of varied size and type. No base of comparable size exists.
The project both addressed questions about the value of computer-
based composition instruction and created opportunities for the
exchange of information about the way computers are being used in
many institutions. Thus it provides an experimental base to justify
the use of computers in teaching introductory composition courses as
well as furnishing practical resources for teachers and institutions.
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Evaluation

The assessment plan and its implementation were not themselves
the object of independent external evaluation. Project personnel have,
however, been careful to point out the problems inherent in carrying
out such a study and employing the kinds of assessment described.
Specifically, they point to problems inherent in holistic assessment.
While the methodology, when used with trained evaluators, works well
in handling a large volume of essays, when used in a pre-test/post-test
situation it tends to produce a regression (and advancement) toward
the mean pattern. To counteract this effect the project used a number
of measures of z:::dent growth in addition to the essays.

Holistic scoring, in focusing on overall impressions, fails to identify
particular advances in student writing, such as organization, copi-
ousness, or stylistic sophistication. For this reason, 10% of the essays
were subjected to analytic assessments, which revealed more signifi-

cant differences between control and experimental groups. This result
led project staff to assess the entire sample analytically, an effort still
in process.

Project personnel were well aware of the problems inherent in
trying to measure gains over a single semester of instruction, but the
logistical problems of maintaining contact with students and admin-

ister a common assessment some semesters later were impossible to
manage.

Project Impact

The number of participants in the conferences sponsored through
the project and subsequent to its completion reflects its far-reaching




effects. Project activities and results have also become known through
numerous articles written and produced by project personnel.

The project has produced a firmly established network of institu-
tions engaged in computer-based instruction, and a data base of both
institutional strategies and assessment results. This information is a
valuable resource for colleges and universities to justify purchase of
computers for composition instruction and for those seeking informa-
tion on the technology, models and strategies of such instruction.

Unanticipated Problems

Apart from the difficulties in finding fully satisfactory and
manageable assessment mechanisms, which were acknowledged in
advance, the project worked much as planned. Integrating the large
volume of information gathered, an effort that continues to the
present, required considerably more time and energy than expected.

Major Insights and Lessons Learned

The project has produced convincing evidence of the value of
computer-based composition instruction, particularly for less well
prepared groups of students.

Project Continuation

In the spring of 1992, the project sponsored "Computers Across the
Curriculum: A Conference on Technology in the Freshman Year,"
which addressed computer-based instruction in a range of introductory
college courses.




An effort is now underway tc use the project’s findings as the basis
for a program of technoiogy-driven writing instruction in the New
York City Public Schools.

Available Information

The project has generated a number of articles, as well as the major
monograph, Computer and College Writing: Selected College Profiles.
General information about the project and copies of the publications
may be secured by writing to:

Max Kirsh, Director

National Project on Computers and College Writing
Office of Academic Computing

City University of New York

555 W, 57th Street, 14th Floor

New York, NY 10019

212-541-0320

Each of the project sites has developed curricular materials, from
videotapes to course syllabi. These are available from the individual
institutions or, in some cases, from the project director, who will
gladly supply the list of participants.




HARVARD UNIVERSITY

The Harvard Assessment Seminars: Exploration with Students and
Faculty about Teaching, Learning, and Student Life

Purpose

The Harvard Assessment Seminars constitute the University’s
response to President Bok’s 1986 call for program assessment designed
to lead to policy recommendations. The ongoing Seminars gather 90
faculty and administrators from 15 northeastern colleges, and 60
Harvard graduate and undergraduate students.

Transcending the mere investigation of student knowledge, the
Seminars aim to foster curricular and pedagogical experimentation and
innovation. Participants congregate in small working groups that
include at least one faculty member, one administrator and one
student. Each group identifies a project, carries it out and evaluates
it.

The groups that met during the 1986-1989 FIPSE grant period
examined questions ranging from what undergraduates think makes
for a good course or a helpful adviser to how involvement in athletics
or employment affects academic performance. Various samples of the
undergraduate population were interviewed, and groups of freshmen
and upperclassmen were asked to keep time logs of their activities.
Harvard and Radcliffe graduates now in their 30’s, 40’s and 50’s were
surveyed regarding their opinions of their college experience.




Project Impact

The Seminars’ principal achievement has been the creation of an
atmosphere of experimentation and innovation in teaching and the
curriculum. As a consequence of the Seminars’ findings and
discussions, faculty are dividing students into small study groups,
asking them to write one-minute papers at the end of class, and giving
more quizzes and returning them more promptly.

As the project continues, its results will be translated into policy
recommendations. In the meantime, assessment has become part of
the Harvard campus culture, and the results of the investigations,
although they frequently confirm what had already been established by
research elsewhere, have been embraced by the faculty because they
reflect the immediate campus reality.

Major Insights and Lessons Learned

The surveys and interviews yielded a collection of insights, some
large, some seemingly small, but all of them pertinent to the process of
teaching and learning. At the prompting of student participants, for
example, one group undertook a study of gender differences in the
perception of college. Results showed a much greater divergence
between the sexes than had been anticipated: male and female
students differ in their self-image, in the qualities they seek in their
advisors, and in the way their academic performance affects their
satisfaction with college. They also study differently: although both
men and women (and especially female science students) perform
better if they work in groups, women are much more likely than men
to study alone.
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Students show & high degree of consensus on what makes for a
good course: frequent, detailed, punctual feedback that allows for
revision. Although involvement in co-curricular activities does not
affect academic performance, there is a strong correlation between
such involvement and satisfaction with college. The passing decades
have little effect on graduates’ perception of their college experience:
Harvard and Radcliffe alumni in their rniddle years express much the
same views as current undergraduates.

One group’s research debunked the venerable myth of faculty
inaccessibility. Junior instructors and senior professors alike showed
an almost wistful eagerness to meet with students who take even the
most modest initiative, and they also turned out to have a lively
interest in teaching innovations. Faculty did express reluctance,
however, to adopt reforms that would necessitate adding material to

already overloaded courses and to incorporate technology without the
benefit of proper training.

‘What can the Seminars teach the higher education community
about how best to conduct assessment? At Harvard as on campuses
across the nation, faculty involvement--"ownership" of assessment by
the men and women who write the syllabi and give the lectures--was
the primary factor in success of the Seminars.

Despite the predominance of assessmeaqt as a topic of discussion
during the last decade, not every academic has a clear idea of its
meaning. Especially for faculty at private institutions, assessment
carries connotations of standardized all-purpose instruments at best,
and state-mandated "gateway" examinations at worst. Thus, it is
important that every college define precisely what assessment should
mean to its teachers and learners. Harvard faculty chose to extend
the concept of assessment beyond simply finding out what students
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know, and embraced a philosophy that encourages innovation and
creativity both inside and outside the classroom.

Student involvement in assessment can be extremely valuable.
Although students initially were not invited to take part in the
Seminars, many graduates and undergraduates soon began to manifest
a desire to assist in the work. Their collaboration proved providential:
they did much of the basic research and statistical work, interviewed
their peers, and contributed energy and insights. In exchange they
received a modest stipend and an unparalleled opportunity to work in
a quasi-collegial capacity with faculty.

The Seminars began in response to presidential interest in assess-
ment, and they would have been unable to continue in the absence of
intellectual and financial support from the highest administrative
levels. In addition, the Seminars gained impetus from the clear
understanding that the various discussions and explorations would
result in policy changes that would affect the very core of the
educational process at Harvard. This assumption provided the conti-
nuing focus for the activities of each group. The mixed composition of
the groups--faculty, students and administrators--ensured that the

viability of each project was considered hand in hand with its academic
merits.

A frequent outcome of the institutionalization of assessment is the
creation of a propitious climate for ongoing experimentation, with its
attendant disappointments as well as triumphs. This openness to fail-
ure as well as success, this acceptance of the inevitable chaotic aspects
of intellectual ferment is basic to the proper cultivation of creativity.
As the Seminars continue the work of assessment on campus, no dead-
line is envisioned for their task, for it has become a major thread in"
the fabric of teaching and learning at Harvard.
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Project Continuation

Nourished by the campus climate and spurred by the results of
completed projects, the members of the Assessment Seminars continue
to engage in various undertakings, many of them designed to put into
practice the strategies suggested by the research projects outlined
above. Thus, some groups are exploring how to improve advising,
especially in view of gender differences. There is interest in promoting
faculty-student interaction outside the classroom, and in finding out
how faculty can encourage students to take academic risks. Still other
participants are investigating how to put alumni wisdom to use in
guiding undergraduates’ academic choices, and how to internationalize
the student body and the curriculum, with particular emphasis on the
full integration of foreign students.

Recognition

The Harvard Assessment Seminars have been featured in The New
York Times as well as a number of academic publications such as the
AAHE Bulletin. Over 3,000 copies of the 1990 Report, written by the
leader of the Seminars, Richard J. Light, have been distributed. The
second Report, published in 1992, has also had wide circulation.

Available Information

The Harvard Assessment Seminars’ Reports are available from:

Richard J. Light

Harvard Graduate School of Education
Larsen Hall

Cambridge, Massachusetts 02138
617-495-1183
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HARVARD MEDICAL SCHOOL

A Randomized Controlled Trial Evaluating the Impact
of the New Pathway Curriculum

Purpose

Despite many calls over the last fifty years for reform of the
unintegrated, lecture-dominated curricula characteristic of American
medical schools, few schools have embarked on change. Researchers in
the Office of Educational Development at Harvard Medical School
believed that the reluctance to reform the curriculum was in part
attributable to the absence of any assessment of non-traditional forms
of medical education that included a true control group. The purpose
of this project was to carry out just such an assessment.

Project Activities

In 1985, Harvard initiated the New Pathway curriculum. This
curriculum emphasized active, problem-based, student-directed learning
in small groups. The program’s learner-centered instructional
strategies stood in contrast to the passive, large-group lecture method
in use at most medical schools. In the New Pathway, basic science and
clinical medicine were integrated throughout the four years, with
students interacting with patients from the first week, and returning
to basic science even in the fourth year. Each New Pathway partici-
pant developed a multi-year relationship with a generalist preceptor.
The program was based on the notion that learning is facilitated when

knowledge, attitudes and skills are taught together in relation to real
clinical problems.




Students in the New Pathway Program were randomly selected
from a list of volunteers. Those not chosen went through the
traditional program with the non-volunteers. Thus three groups were
available for comparison: those selected for the New Pathway Pro-
gram, those who volunteered for the program and were not selected,
and those who opted for the traditional program.

The project involved a comparison in six major areas between the
volunteers who were selected for the New Pathway Program and those
who volunteered but were not selected. The six areas were: 1) entry
characteristics and study participation; 2) the cognitive domain: factual
knowledge and learning behaviors; 3) clinical skiiis, including
reasoning and problem solving; 4) psychosocial orienitation; 5) stu-
dents’ personal experience of the old and new curricula; and 6) career
choice. Students entering in 1985 and 1986 were followed for four
years to assess both their responses to their educational experiences
and the differences in outcomes for the two groups that might be
associated with the differences in the design of their education.

Innovative Features

The students who volunteered for the New Pathway Program but
were not selected provided a true control group. The two groups were
of equal size and well matched on a wide range of factors including
demographic characteristics, college grade-point average, research
experience, Medical College Admission Test scores and several
psychosocial characteristics.

More importantly, the control group could be presumed to have
applied to medical school with the same orientation toward medical
education as the experimental group: they had, after all, volunteered
for the new program and had been assigned to the traditional one as
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the result of a random selection process. Interestingly, though, by the
time they arrived on campus the non-selected volunteers (control
groups) showed a lower level of preference for discovery-style learning
and a more positive orientation toward teacher-directed learning. This
statistically significant difference may have resulted from chance or
could have reflected an early adaptation to the methods and expecta-
tions of the curriculum to which these students had been assigned.

The researchers used a wide variety of bases for comparison of the
two groups (34 in all) including demographic data, standardized test
data, psychological measurement instruments, standardized patient
assessments, cognition and reasoning tests, student statements,
interviews with students and student participation in various sorts of
learning activities. They were thorough and got surprisingly good
cooperation from their subjects.

Evaluation

Though no formal evaluation of the assessment activity which
constituted the project itself was undertaken, the project’s complete-
ness, care of design, and careful interpretation of findings give it
substantial surface credibility.

Project Impact

The project’s confirmation that the New Pathway Program was
producing medical school graduates with levels of knowledge and
clinical skills comparable to those in a traditional program at this
highly selective medical school is an important finding. Such a
conclusion can serve to reassure skeptical faculty that, at least in the
case of the very brightest, a curriculum that is more student-centered,




fosters more active learning, provides better integration of basic
science with clinical practice and places more emphasis on the social
and psychological aspects of medical practice produces at least as high
a degree of technical competence as the more traditional program.
The demonstration that students develop significantly higher levels of
humanism, as measured by a broad array of assessments at the end of
year two, should affirm that enhancement of psychosocial competence
can be achieved without measurable loss of technical biomedical
competencies. These findings should help answer the question "Can
we teach humanism?" with a strong "yes," in years one and two.

If the program’s other outcomes (see below) are seen as advantages,
this research can reinforce the efforts of medical curriculum reformers.
It is too soon to know whether this work will contribute to such an
agenda or not. One indication may be that, at least at Harvard, the
entire curriculum has shifted to a more student-directed, problem-
based format since the program has been in effect. Faculty who have
had experience with the program tend to adopt its strategies.

Unanticipated Problems

While students participated at high levels during their first two
years, data from the last two were more sparse. Students did not
complete some of the instruments that required time and thought, or
participate in certain exercises, such as standardized patient inter-
action or clinical problem-solving. Participation of larger numbers
might have demonstrated more marked differences between the two
groups, providing stronger affirmation of tendencies that are based
more on convergence of findings than on sharp differences in data.
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Major Insights and Lessons Learned

In addition to demonstrating an equivalence in }Fnowledge and
clinical competence between students in the traditional and non-
traditional programs, the program evaluation revealed that students in
the non-traditional program learned and employed more psychosocial
skills, including more advanced skills in relating to patients during the
first two years of study, and had more positive attitudes about the
psychosocial aspects of their relationships with patients. Whether
these effects persist to the end of the clinical study years could not be
established due to the reduced size of the sample. New Pathway stu-
dents preferred the student-directed learning environment and
developed an ability to study for understanding rather than engaging
primarily in rote memorization. The comparative lack of structure in
the new program was more stressful, but students were more chal-
lenged and less bored by it. They also knew and were better known
by their faculty during the preclinical years.

Recognition

The New Pathway Curriculum was the subject of a NOVA program
on the Public Broadcasting System. Since completion of the project,
faculty who participated in this study of the New Pathway received a
grant from tt.e Robert Wood Johnson Foundation to evaluate their
new national initiative "Preparing Physicians for the Future."

Project Centinuation

The Office of Educational Development at Harvard Medical School
has developed an internal program evaluation that is supported by its
operating funds and additional extramural support.




Available Information

Two research reports, several smaller papers, the FIPSE final
report, and course materials are available from:

Gordon T. Moore

Office for Educational Development
Medical Education Center

Harvard Medical School

260 Longwood Avenue

Boston, MA 02115

617-421-2747




MIAMI UNIVERSITY

Assessing Models of Liberal Education:
An Empirical Comparison

Purpose

Postsecondary institutions today are well aware of the importance
of curricular assessment. When, as in the case of Miami University of
Ohio, two alternative approaches to general education coexist on the
same campus, the task of evaluating the outcomes of the two curricula
becomes even more pressing.

Miami University wanted to distinguish the effects on student
intellectual and personal development of two general education
curricula: the University Requirement, a disciplinary, distribution-
based general education program (replaced in fall 1992 with a new
liberal education program), and the Western College Program, an
interdisciplinary core curriculum.

Innovative Features

Miami administered a dozen different tests to matched groups of
first, second and fourth year students enrolled in the disciplinary and
the interdisciplinary curricula. Qualitative and quantitative measures
were used, and cross-sectional as well as longitudinal data were
collected and analyzed. As a result of this many-sided approach, a
complex picture of the students emerged, along with certain patterns
of strengths and weaknesses.
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Evaluation

In general, measures of general liberal arts skills--the ACT-Comp
(ARC version), the Academic Profile, the Test of Thematic Analysis,
the Analysis of Argument, the Measure of Epistemological Reflection
and the SUNY-Fredonia Tests of General Education--showed few
significant differences between students engaged in the interdisci-
plinary curriculum and those in the disciplinary curriculum.

While performance on most measures was quite high, the results
did suggest a need for students in both groups to increase their
understanding of the scientific method and improve their knowledge of
global issues. It also became apparent, from the Measure of
Epistemological Reflection, that interdisciplinary students enter and
graduate at a higher cognitive level than their disciplinary peers. The
test’s author speculated that Miami faculty in both programs may
orient their teaching to a higher cognitive level than most students
have achieved.

Several of the instruments used seem to have been -lesigned for
students of lower academic ability than Miami’s, with the consequence
that first year students received extremely high scores, leaving little
room for sophomores and seniors to show gains. Several faculty
members argue that many of the instruments used measure only
traditional linear reasoning, and that in some cases higher-level
reasoning processes exhibited by advanced students may have been
evaluated negatively.

The most significant differences between the two groups of
students emerged from tests of cognitive development and of specific
academic behaviors and values--the Myers-Briggs Type Indicator, the
ACT Activity Inventory, the College and University Environment
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Scales, the College Characteristics Index, the College Student
Experiences Questionnaire, and the Cooperative Institutional Research
Profile. Data show that whereas students in the disciplinary
curriculum exhibit higher levels of involvement in social and athletic
activities, Western College students participate more frequently in the
intellectual, artistic, political and human service activities of the
campus. Although this category of instruments did reveal significant
differences between the two groups, many of these differences were
foreshadowed by entry data from the Cooperative Institutional
Research Profile (CIRP) before the students enrolled.

Project Impact

As a result of the project, awareness of the importance of
assessment and of the national attention and financial rewards that
assessment programs can bring to institutions grew considerably on
campus. New faculty were hired to strergthen instruction in scientific
and quantitative reasoning. "Expectation Statements," written each
semester by the interdisciplinary students only, yielded much informa-
tion on how students experience their lives on campus, and led to
some changes in the treatment of the sophomore year, particularly the
development of the students’ upper-level program of study. Further,
because the tests were shown to have serious shortcomings for Miami
students, faculty were stimulated to continue seeking better ways to
measure the effects of general education (see below).

Unanticipated Problems

Because of the intensive and prolonged nature of the testing, it was
difficult to ensure that students continued tc participate. Thus, be-
cause of considerable attrition, the groups that began as highly




matched ended with a much lesser degree of matching. The task of
transcribing the interview tapes also turned out to be inordinately
laborious, and delayed the availability of an important source of data.

Major Insights and Lessons Learned

Although the project did not demonstrate consistent, significant
academic differences between the two groups of students, clear
differences did emerge in the areas of campus values, academic
behaviors, involvement in learning and interpersonal interactions. It
is not possible to tell, however, whether these differences result from
the respective curricula, or from self-selection on the part of the
students. A "chicken or the egg" conclusion was reached to the effect

that campus cultures either shape the academic experience of students
or are shaped by them.

Perhaps the most significant insight of the project for Miami
University was related to the inadequacy of nationally available
standardized liberal arts skills tests for measuring the different effects
on student learning of the disciplinary and interdisciplinary curricula.
This may be due to the high caliber of the populations being
measured, which makes it very difficult to obtain gain scores large
enough to differentiate between the two groups. On the other hand,
the tests may not be sufficiently refined to measure the relatively
subtle differences between the outcomes of the two curricula. It is
possible that the curricula result in differences not in liberal arts
skills, but in the behaviors and values mentioned above. It is also
possible that the specific nature of the curriculum has less influence on




student learning than do campus ethos, student self-selection, class
size, and other non-curricular factors.

The national standardized tests do, of course, provide national
norms for student performance. Because they show a high degree of
correlation with college-entrance scores, they may constitute more
meaningful measures of recruitment efforts than of curricular effects.

Project Continuation

Two parallel portfolio programs implemented in fall 1992 assess
both the Western College Program and the new liberal education
curriculum. All students in the Western Program are required to keep
portfolios. A random sample of 40 students campus-wide has been
recruited out of each entering class since the summer of 199¢ to
participate in the project. Results have been shared via the liberal
education newsletter, "The Miami Plan." A campus-wide Assessment
Council developed a Statement of Philosophy and Goals for Assess-
ment at Miami University, and the University Senate passed it
unanimously in 1992. Implementation of assessment within the
academic departments was the focus of the Assessment Council’s work
during the 1992-93 academic year, supported by a State of Ohio
Program Excellence Grant and the Miami Liberal Education Program.

Available Information

In addition to its 1990 final report to FIPSE, the project has
resulted in over 20 conference and workshop presentations. Several
reports of project results, plus materials on the continuation of the
project since FIPSE funding expired, are available: 1) Excerpts from
the liberal education newsletter, "The Miami Plan,” on portfolios,
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student time use, interviews, and free-writing exercises; 2) the Miami
Statement on Philosophy and Goals for Assessment; 3) the 1992
Summer Orientation talk to parents sharing assessment results; and,
4) the October 1992 AAHE Bulletin article, "AAHE’s Assessment
Forum Changes Hands," pp. 10-14, that provides observations about
the Miami project and subsequent work. A chapter written with
SUNY-Fredonia on the two FIPSE projects will appear in the Jossey-
Bass book, Are We Making a Difference? edited by Trudy Banta.

For further information please contact:

Karl Schilling, Director
AAHE Assessment Forum
One Dupont Circle, Suite 360
Washington, D.C. 20036-1110
202-293-6440




THE STATE UNIVERSITY OF NEW YORK COLLEGE
AT FREDONIA

Improving Undergraduate Education:
The Development of College-Wide Measures of Progress
Toward Goals of General Education

Purpose

While curricular innovation is most frequently beneficial, if only
because of the discussion and reflection it generates among faculty,
rigorous assessment is essential in order to ascertain whether the new
course of study has brought about the intended improvements in
student learning. When SUNY College at Fredonia instituted a skills-
oriented general education program (the General College Program, or
GCP) in the early 1980s, the College made a commitment to assess the
curriculum once it had become well established. The project was
designed to investigate whether students were learning what faculty
thought they were teaching, and whether the learning thai was
occurring resulted from the instruction the students received.

Since the GCP does not require all students to take the same
courses, ways had to be found to measure skill acquisition that would
not depend on academic content. Moreover, Fredonia faculty and
administrators were determined to ascertain whether gains in student
growth could be attributed specifically to their teaching rather than to
the normal process of maturation. Before work could begin on any of
th ese issues, however, faculty had to define the skills and under-

standings that students were expected to develop in sufficient detail to
allow measurement.
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Innovative Features

Persuaded that the assessment of liberal education should be an

exercise in it, the proposal to FIPSE granted the twelve faculty
members of the Assessment Committee ample time to engage in
extensive study and reflection on the topic of assessment. At the
outset, none of the committee members was an expert in the field.
Nevertheless, as liberally-educated individuals and the ultimate experts
on their own campus and students, they confidently embarked on the
exploration of assessment. As a result, the project generated a sense
of intellectual discovery--and therefore commitment--among faculty
that would have been impossible without the opportunity to undertake
intensive study and discussion.

The group’s first decision was to reject standardized tests.
Designed for students from infinitely varied backgrounds and diverse
types of institutions, the instruments did not adequately match
Fredonia’s curriculum, and faculty beiieved that the objective format
would test recognition rather than original thought cr the ablhty to
manipulate ideas.

The Committee members concluded that they would develop their
own short-essay tests of the skills addressed by the curriculum:
reading, writing, reflexive thinking, scientific reasoning, mathematical
problem-solving, and socioethical understanding (critical thinking was
subsumed in the preceding categories). The tests would be admin-
istered to freshmen and upper classmen as well as to a comparison
sample composed of freshmen and upperclassmen at Miami University
and Miami’s Western College, selected because their high school
achievement levels were thought to be similar to those of Fredonia
students, and because at that time Miami University did not




have a skills-oriented general education program, but rather simply a
distribution requirement.

Knowing students’ proclivity to provide the answers they believe to
be expected of them, Fredonia’s Assessment Committee strove to elicit
genuine responses rather than professions of faith. Thus the tests
used open-ended questions and posed dramatic situations (a European
exchange student criticizing certain aspects of American life, for
example) to which students responded spontaneously and often
passionately. The blind scoring system also examined essays for
qualities not explicitly mentioned in the questions--such as ethno-
centrism, or an exclusive focus on the present.

Recognition

The careful and unusual design of Fredonia’s assessment project
quickly attracted notice. Within the SUNY system, Fredonia has
become a leader in assessment, participating in four regional SUNY
assessment workshops. Members of Fredonia’s Assessment Committee
are in frequent demand as consultants; one faculty member served in
the Exxon-funded 1989-90 portfolio project, described in the American
Association of Higher Education’s Time Will Teil: Portfolio-Assisted
Assessment of General Education. The College maintains a mailing
list of requests for information about the project, has made pre-
sentations at three AAHE assessment conferences and at regional
conferences, and has conducted workshops for the South Carolina and
Washington State assessment networks. A description of the project
appeared in Assessment Update. Professor Karl Schilling of Miami
University, currently director of the AAHE Assessment Forum, who
collaborated with Fredonia and directed his own FIPSE assessment
grant (see page 31), has integrated information about the Fredonia
project in his own presentations and consulting.




Project Impact

The Assessment Committee produced nine tests, with scoring
manuals, of reading, writing, reflexive thinking, scientific reasoning,
mathematical problem-solving and socioethical understanding. These
are instruments in which the faculty has confidence, that are
sufficiently precise to allow for focused planning, and that can be used
in the future to yield a longitudinal perspective on student progress.
In the process of designing and administering these tests, faculty
reflected on the purposes of the curriculum, learned about results of
their program, and drafted recommendations for its improvement.

The findings indicate that Fredonia students make least progress in
critical thinking--particularly with respect to discerning their own or
others’ assumptions and biases--and in problem-solving. Students
showed little awareness of themselves as learners, and exhibited poor
scientific reasoning. They also remained quite ethnocentric in their
views, and failed to establish connections among different courses as
well as disciplines.

Although the Miami University and Western College populations
turned out to be less comparable to Fredonia students than had
initially been hoped, the results of comparisons between the two
groups showed a consistent pattern. In general Miami freshmen
scored at the level of Fredonia upperclassmen. However, there was a
greater difference between the scores of Fredonia freshmen and

upperclassmen than between beginning and advanced groups at Miami
University.

This was cautiously interpreted at Fredonia as meaning that the
curriculum, and the way it is taught, is responsible for the gains made
by Fredonia students. This finding is all the more positive in light of
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research that indicates that better prepared students (in this case,

Miami University freshmen) grow faster academically than their less-
prepared peers.

Rather than suggest specific means of improvement, the recom-
mendations on strengthening general education outlined by the
Assessment Committee point to areas in need of attention. Two

faculty study groups were formed to respond to these recom-
mendations (see below).

Major Insights and ons ed

The decision to dispense with outside experts and standardized
tests not only produced custom-made instruments eminently suited to
the campus and the curriculum, but resulted in a high sense of
ownership of the project on the part of the faculty. This was
enhanced by the visible commitment to assessment by administrators
at the highest levels, and by the choice of highly respected faculty to
serve on the Assessment Committee.

The project also yielded much incidental information on student
learning, which, while often puzzling, nevertheless gave faculty a
deeper insight into teaching and learning at Fredonia. Finally, the
task of assessment itself was instructive, forcing faculty to give shape
to their ideas of what constitutes effective teaching, and giving
students the opportunity to reflect and write on a number of issues,
and thereby increase their awareness of themselves as intellectual
beings.

Partfcipants in the project, having found standardized tests
insufficient to their needs, welcome the national trend towards
embedded assessment. Before this can succeed on a large scale,




however, scoring techniques for long-term qualitative measures of
portfolios, essays, and recorded interviews must be developed. The
project findings, and more than likely the collaboration with Miami
University as well, have caused project participants to reflect on the
need to develop ways of measuring the correlation between academic
and extra-curricular involvement.

Unanticipated Problems

It was learned belatedly that, while both Fredonia and Miami
University freshmen had high school averages of B+, the numerical
equivalent of that grade was 86 in New York and 91 in Ohio. Thus,
the Miami University students were better prepared academically than
their Fredonia peers, and this affected the assessment process.

In addition, although the purpose of the project was to find out the
effects of the GCP specifically, it became impossible to distinguish
whether the gains made by upperclassmen were due to the GCP
courses alone or to other courses in the curriculum, especially since

the College’s entire program aims to develop the skills being
measured.

Proiect Continuation

Two faculty study groups were formed to address the findings of
limited student improvement in identifying biases and assumptions in
reading and in their own thinking, and insufficient improvement in
problem solving. As a result, workshops on problem solving have been
instituted for faculty teaching introductory courses in mathematics.

Some changes have been made in the GCP itself. The departments
of Chemistry, English, Foreign Languages, History, and Political
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Science experimented with portfolios as a way to help students
improve reflexive thinking and make connections among courses.
English and Foreign Languages have since made portfolios a
permanent part of their programs. In general, the revised GCP
emphasizes the attributes of thinking evaluated by the project, and
increases the amount of attention to cross-cultural or international
matters required in all fields.

To assess the effect of these changes, the College is repeating its
study. All nine tests were given to incoming freshmen in summer of
1991, and will be repeated with a sample of these same students in
spring of 1994.

Avasilable Information

A substantial final report was filed with FIPSE at the end of the
project. Two campus reports have been produced. The GCP and
Student Learning: A Report To The Campus, appeared at the
conclusion of the grant. The second, entitled GCP Study Group
Reports, presents the conclusions of two faculty groups that met to
examine the findings and recommendations of the Assessment
Committee in the areas of critical thinking and problem-solving. For
information about these reports, contact:

Minda Rae Amiran
Department of English

State University of New York
College at Fredonia

277 Fenton Hall

New York, New York 14063
716-673-3125
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THE STATE UNIVERSITY OF NEW YORK COLLEGE AT
PLATTSBURGH

Comprehensive Assessment in Academic Disciplines
Purpose

Assessment within academic disciplines must meet two seemingly
contradictory criteria: on the one hand, it must reflect the particular
perspectives of the departments involved; on the other, it must yield
comparable data on student performance.

To reconcile these divergent requirements, the State University of
New York College at Plattsburgh organized an assessment consortium
composed of five SUNY colleges: Buffalo, Cortland, Fredonia,
Plattsburgh, and Potsdam. The colleges sent teams of two faculty
from several, but not necessarily all, of the following disciplines:

Biology, Teacher Education, Foreign Language and Literature, History,
and Psychology.

Innovative Features

The purpose of the consortium was to develop comprehensive
examinations in each of the five disciplines. To achieve this purpose,
teams met over a period of three years and engaged in a step-by-step

process that yielded considerably more than a set of assessment
instruments.

The teams began by defining the nature of their disciplines with
respect to undergraduate learning, discussing not only content but the
field’s epistemology as well as its contributions to society, its purpose,
values, and ethical standards. Faculty next examined the assessment
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strategies most appropriate to each discipline, frequently discarding
approaches grounded in traditional psychometric theory in favor of
measures that seemed most accurately to reflect learning in each field.
Most importantly, at the conclusion of the process they engaged in
discussions of the implications of assessment for curricular reform.

The Biology group developed an assessment of the following goals:
1) to provide students with broad-based general knowledge and
familiarize them with the language of science; 2) to provide students
with some basic laboratory skills and training in-the proper use of
standard instrumentation; and 3) to increase student awareness of
current issues in science, especially the relationships of science to
society aind the ethical questions inherent in the use of technology.

The Psychology group developed an objective inultiple-choice test
that meets rigorous standards of measurement. The instrument con-
sists of three parts: 1) a content section that assesses knowledge of
concepts, terms and principles in ten basic areas of Psychology; 2) a
critical thinking or "process" section that assesses ability to analyze
research; and 3) a section that assesses the relationship of course
experiences to the scores on the first two sections.

The Teacher Education assessment model included a 40-cell matrix
generated by four domains of assessment and ten program elements.
The Education group sought assessment strategies and data sources to
label judgments in each of the cells of their matrix. They explored
potential contributions from sources such as vignettes, portfolios,
observations, video tapes, questionnaires, interviews, written exams,
jury by peers, etc.




The History group developed and refined an assessment instrument
which allowed students to reflect in various ways on what they have
learned during an undergraduate course in history. Students are
assessed on their synthesizing/analytical capabilities as supported by
comparative historical reasoning and evidence. An interpretive essay
assignment allows students to synthesize diverse historical information
as they attempt to validate or challenge provocative generalizations.
Students are asked in addition to demonstrate their command of
factual contextual historical knowledge. A battery of eight multiple-
choice tests allows them to choose areas of competency which they are
certain to have encountered. The final version of the assessment

includes questicns on the nature of the historical discipline and its
practices.

The Foreign Language and Literature group focused its activities on
six key areas embodied in all foreign language programs: oral pro-
ficiency, writing skills, listening comprehension, reading proficiency in
the foreign language, "proficiency" in literature, and knowledge of
civilization and culture. The group constructed grids for each of these
six areas modeled on the ACTFL/ETS guidelines for proficiency. Oral
skills are assessed in an interview format, and the writing and literary
interpretive skills through written assignments. A multiple-choice
formet assesses basic knowledge.

Evaluation

The project was evaluated on the basis of three goals. The first
was the creation and maintenance of an inter-institutional consortium
within a large public university system. Achievement of this outcome
was demonstrated by the actual sustained efforts of the consortium.
Furthermore, participants engaged in an analysis that generated in-
sights into the dynamics of operating such a consortium.
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The second goal was the development of assessment-related con-
ceptual frameworks for each discipline so that assessment strategies
could be devised in accordance with a comprehensive understanding of
the key elements and boundaries of each discipline. These frameworks
were evaluated according to the nature of the discipline in question.

In some cases, external reviewers were asked to comment on the
quality of the work. In other cases, the participants made their own

judgments based on comparisons with existing frameworks within their
disciplines.

The third goal was the development of assessment strategies for
each discipline. The effectiveness of these strategies and instruments
was again evaluated in different ways for each of the participating

disciplines, but each involved some form of field-testing to verify its
utility and viability.

Project Impact

The project resulted in the creation and maintenance of a con-
sortium of institutions within a state university system. Not only did
it yield many insights into the operation of such a system, but the
coming together of faculty from different disciplines and institutions
for the sake of a common endeavor produced in the participants an
unanticipated sense of renewal and stimulation. Each disciplinary
team developed an assessment-related conceptual framework that not
only produced an assessment instrument as a direct result of the team
activities, but one which can be used in the future to develop other
measures.




jor ights 880 arned

When faculty joined the consortium, they believed that they were
about to engage in a team effort to construct comprehensive examina-
tions based on the knowledge they already possessed of teaching and
learning in their discipline. Instead, they found themselves participa-
ting in an arduous intellectual exercise of questioning and rethinking
not only matters related to their discipline, but the nature of teaching
itself. As a result, participants became passionately committed to the
work of the teams, and faculty development turned out to be one of
the project’s primary benefits.

Those involved in organizing the consortium concluded that the

following strategies are essential to the success of projects such as this
one:

1) Faculty must be given as much autonomy and freedom from

bureaucratic interference as possible.

2) Participants must be selected according to their commitment to
the project; their knowledge of the discipline; and their ability
to communicate, to work within a team, and to provide leader-
ship in their own Gapartments.

Faculty must be given control over the data that the project will
yield. This allays fears that assessment results might be used to
harm individuals or departments, and allows the work to pro-
ceed within the norms of scholarly inquiry.

A retreat-like setting stimulates informal discussion and
interaction.

Occasional interdisciplinary meetings should be held, since
contact among individuals from different disciplines fosters
creativity.




6) An adequate stipend (in this case, roughly the equivalent of
remuneration for one summer course) not only allows adminis-
trative control over minimum compliance but, most importantly,
conveys a sense that the work is valued.

7) The performance of each team is largely dependent on its
coordinator; therefore, these individuals need extensive training
and support.

8) The leadership and commitment of central administration are
essential to the success of projects such as this one.

Unanticipated Problems

As many who have engaged in assessment know, it is difficult to
involve students in the process unless it is mandatory and minimum
performance levels are specified. Unfortunately, not only does such an
approach restrict the kinds and extent of skills and values examined,
but it also may proscribe creative or experimental approaches.

The traditional, more limited assessment measures usually yield
information that is only of marginal value for improving teaching and
learning. Yet assessment instruments should not be used to judge
students or curricula unless their validity and reliability have been
amply demonstrated, something that is of course more difficult to
establish with locally-developed measures. The project yielded no
solution to this dilemma, although participants emerged with a
conviction that assessment is of great value in teaching and learning.

When conducted in the ways outlined above, assessment is not only
labor-intensive but expensive as well. Thus, despite its unquestionable
success in fomenting discussion of prcfound academic issues, it is not
certain that the activities of this project will continue.




Available Information

The project produced a number of papers and reports. Chief among
these are the Final Project Report to FIPSE, as well as a report on
each participating discipline. Furthermore, several papers based on
the work of various groups have been presented at professional
organization meetings by project participants. Information about these
papers can be obtained by contacting the project director or the group
coordinators listed below, all of whom are faculty at SUNY/Plattsburgh
in the departments of the discipline they represented.

The specific reports are as follows:

Biology Group Report, prepared by Bonnie Seidel-Rogol

Foreign Language & Literature Report, prepared by Craig Sample
History Group Report, prepared by Douglas Skopp

Teacher Education Group Report, prepared by Nick Stupiansky
Psychology Group Report, prepared by Henry Morlock

Copies of all these reports can be obtained by contacting the Project
Director:

E. Thomas Moran

Vice President for Academic Affairs
SUNY/Plattsburgh

Plattsburgh, NY 12901
518-564-5402
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WINTHROP COLLEGE

South Carolina Higher Education Assessment (SCHEA) Network

Purpose

The South Carolina Higher Education Assessment (SCHEA)
Network, a 47-member statewide consortium of South Carolina
colleges and universities, was established in response to state and
accreditor assessment mandates. Its primary purpose was to develop
collaborative relationships ameong a group of colleges and universities
largely unprepared for the challenges of assessment. Network
organizers assumed that properly coordinated consortial arrangements
and centrally provided technical assistance would enable members to
initiate quality assessment programs faster and less expensively than
they could achieve on their own.

Innovative Features

At the outset, there were few promising signs for an effective
assessment consortium, given the limited resources committed in
South Carolina to assessment, the fierce rivalries among sister
institutions, and an unwelcoming attitude on the part of most higher
education professionals towards state assessment mandates.

When Winthrop University emerged as leader of the consortium,
some felt that it had few obvious qualifications to mount such an
ambitious project. A relatively small institution, formerly a state
women’s college tucked up ir a corner of the state, it had no
distinctive mission or constituency. Yet several Winthrop admin-
istrators and certain members of Winthrop’s Psychology Department




foresaw the need to coordinate assessment assistance to member
institutions statewide. They formed the Network Coordinating Center
at Winthrop to provide organizational, informational, and technical
assistance and mutual support services, and to collect and produce
assessment resource materials.

Evaluation

The primary learning targets and beneficiaries of the SCHEA
Network were the faculty and administrators of member institutions.
Yearly evaluations were conducted of the Network’s objectives,
assessment activities of members, staff performance, conferences,
workshops, presentations, consumer demands inside and outside of the
Network, dissemination, and changes in SCHEA member participation.

Five external evaluators, all prominent nationally in assessment,
judged the SCHEA Network project and its activities very highly.
They pointed to the consortium’s statewide influence in assessment
policy as evidenced by the Network’s symbiotic relationship with the
Commission on Higher Education, its effectiveness in promoting inter-
campus collaboration, and its role as the assessment resource for 42
higher education institutions in South Carolina. They dubbed it "the
best state assessment consortium in the country, and one that other
states should emulate."

A thr-ee-year evaluation data summary based on ratings from
Network members and program records showed marked increases in
Network membership and inter-campus collaborations; increased
conference attendance; favorable attendee evaluation; consistently
positive Advisory Board assessments of SCHEA, its activities,




objectives, services and staff; and skyrocketing gains over the three
years in requests to the Network for technical assistance, biblio-
graphies, and publications.

Project Impact

Originally, the project aimed to attract a core group of consortial
participants from at least 12 institutions, who would generate
momentum for participation across the whole state. In fact, in the
three-year grant period, the SCHEA Network pulled together 42
institutions, including all 33 public colleges and universities in the
state, seven private institutions, and two state agencies. Beyond this
organizational framework, Winthrop developed an exportable and
practical primer, A Beginner’s Guide to Higher Education Assessment,
to help orient newcomers to the major issues, models, options, and
obstacles to assessment.

Today, hundreds of requests for assistance and materials from all
50 states and six foreign countries far exceed the Network’s ability to
respond. Requests for on-campus workshops and needs assessments
are especially difficult to answer. Network staff have annotated and
printed over 700 assessment references, 120 instruments and methods,
and eight assessment newsletters (The eXchange). These materials
constitute a lending library of assessment resource materials for
SCHEA members. Winthrop’s full-day Beginner’s Guide Workshop
has become a staple of AAHE’s National Assessment Conference.




Major Insights and Lessons Learned

Virtually every program associated with the SCHEA Network has
reported positive impact on program quality. Admittedly, these
programs refer to clear and substantial process benefits of assessment
rather than student outcome data that may be forthcoming later.

With a consortium, time and cost estimates seem to expand
exponentially and are extremely hard to manage. The Network found
that the nature of assessment made everything take longer than
planned, whether it was designing, piloting, implementing, analyzing,
evaluating or disseminating.

Network staff found that most higher educators stand to benefit
from undertaking assessment, whether they know it or not. Once
misperceptions and myths about assessment were removed, SCHEA
participants became more supportive and willing to put in long hours,
believing that their effort would one day benefit their students. Even
-long-standing patterns of rivalry and mistrust among SCHEA institu-
tions did not stand in the way of productive collaboration. The key
strategy was to lure central campus leaders with the repeated theme
that assessment would enhance the quality of programs.

However, even the best programs can expect a hard core minority
to oppose assessment, whether out of suspicion, fear, or bias.
Winthrop’s lesson from its own experience is similar to that of others,
i.e., opposition is to be expected with any major reform, and it should
not dissuade or impede assessment efforts. The Network credited the
generous help of other FIPSE project directors in assessment who
provided useful and innovative ideas that improved the efficiency and
quality of the Network.




Project staff recommended that FIPSE fund: (1) more evaluations
of assessment methods, especially of their validity; (2) more
assessment consortia; and (3) more projects that consolidate and
analyze the conflicts and redundancies among rapidly proliferating
assessment-related laws, regulations, and guidelines.

Project Continuation

SCHEA Network activities have received sufficient support from
the Commission on Higher Education, Winthrop University and
membership fees to continue, despite the worst fiscal crisis in the
state’s history. Substantial interest in adopting the Network’s South
Carolina consortial model in North Carolina, under the sponsorship of
the North Carolina Association of Colleges and Universities, has taken
the form of exchanges of information, planning meetings and on-
campus visits.

During the project’s second and third years, academic area
networks of multi-campus interest groups were formed, to share
assessment experiences and innovative strategies, and to plan
collaborative activities. Begun with fewer than a dozen members in
1990, there are now 14 mini-networks with over 200 members, one of
the most promising legacies of the SCHEA Network.

Additionally, SCHEA has begun establishing liaisons with
assessment mandators and other groups influential in assessment
policy and implementation. Through these liaisons SCHEA hopes to
perform a beneficial consultative and advisory role. Last year a joint
South Carolina Commission on Higher Education Staff/SCHEA Task
Force developed recommendations for ways to implement the federal
"Student Right to Know" and state "Higher Education siccountability"




acts in South Carolina. These recommendations have been adopted.
In spring, 1992 SCHEA established an information-sharing relation-
ship with the staff of the state and national Educational Goals Panels,
and several SCHEA members have been nominated to serve on
advisory councils to those groups. SCHEA nominations have been
solicited by the Southern Association of Colieges and Schools regional
accrediting agency to help strengthen their institutional effectiveness
and assessment evaluator pool. In addition, SCHEA became a formal
affiliate of South Carolina’s mest influential non-governmental higher
education group, the South Carolina Council of Presidents.

Since the SCHEA Network primarily represents the “troops in the
trenches" in higher education assessment, these new liaisons may well
afford earlier, more effective practitioner input to policy development,
which will in turn encourage higher quality assessment programs
throughout the state.

Available Information

The SCHEA Network has produced over 30 reports and other
resource materials, including organizational documents (e.g., member-
ship lists, committee charges, conference programs, and evaluation
forms), project reports, and sssessment-related publications. The
Network will share these macerials on a copy cost or maintenance fee
basis.
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The following are available:
o SCHEA Network Publications List

o A Beginner’s Guide to Higher Education Assessment
(Available in a workshop version and a condensed veision.)

o The SCHEA Annotated Biblicgraphy of Higher Education
Assessment Literature

o The SCHEA Annotated Bibliography of Student Personnel
Development Assessment

o A Selectéd Bibliography of Learning Research Literature

o A Critical Review of Student Assessment Options
o The SCHEA eXchange Newsletter, Issues 1-8

o The SCHEA Network Lending Library of Assessment
Resource Materials

o Assessing Assessment: An In-Depth Study of the Higher
Education Assessment Movement in 1990 (ACE-supported)

o Sample Assessment Plans for Students’ Personal Development

o Final Report to FIPSE for the SCHEA Project
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Please direct your requests to:

Reid Johnson

Office of Assessment
210 Tillman Hall
Winthrop University
Rock Hill, SC 29733
808-323-2341




COLLEGE RSITY TEACHING

Assisting students who are having difficulty with basic courses has
absorbed enormous amounts of institutional energy and proven a
source of great frustration to faculty and administrators. At the
University of California at Berkeley, the work of Uri Treisman has
proven so successful in improving the mathematics performance of
underprepared African-American students that it has been widely
copied in a variety of circumstances and subject matters elsewhere.
The "Medical Scholars Program” at the University of California at San
Francisco exemplifies the adaptability, in this case to medical
education, of Treisman’s "Professional Development Program.” At
Salem State College, adaptation of a similar model, Supplemental
Instruction, has improved student performance in a variety of arts and
sciences subjects.

These three programs make heavy use of collaborative learning and
problem solving, and use advanced students as group facilitators.
Their effectiveness is readily demonstrable.

Of a different order of concern but no less vexing to those directly
involved in teaching and learning are the problems of novice library
users in gaining access to multiple sources of bibliographic assistance.
The Ohio State University libraries have successfully addressed this
problem by combining multiple sources of information into a single

computer program employing simple commands and uniform screen
formats.
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UNIVERSITY OF CALIFORNIA-BERKELEY
The Professional Development Program

Purpose

In the late 1970’s, Uri Treisman and colleagues at the University of
California at Berkeley began a study to understand the dynamics of
minority student performance in freshiran calculus. A systematic
review of Berkeley transcripts showed the magnitude of the problem:
in a decade there was not a single year in which more than two ethnic
minority students received grades of B- or better in first-term calculus.
In his FIPSE proposal to remedy this situation, Treisman observed
that freshman mathematics and science courses have all too often been
burial grounds for the aspirations of minority students who enter
college with the goal of majoring in engineering, or one of the sciences.

An eighteen-month ethnographic study helped Treisman understand
the various obstacles to minority student success at Berkeley. In
particular, he found that the widely held conventional explanations for
failure--lack of student motivation, lack of academic preparation, lack
of family support, and low average socio-economic status--did not, in
fact, explain the phenomena he observed. He found, instead, a pattern
of social and intellectual isolation which eventually led to students’
demoralization, disorientation, and ultimately, their decision to leave
the sciences. Many of these students, moreover, dropped out of the
University.

Many of the African-American students Treisman observed studied

alone, and maintained a rigid separation of their academic and social
lives. This pattern was in marked contrast to that of Chinese students
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in Treisman’s study, who typically created an academically-focused
social group that served to support their aspirations for high
achievement. In their informal groups, Chinese students discussed
their academic work as well as such topics as interacting with faculty,
- the intricacies of getting a needed answer from an administrative
office, financial aid, and so on. Treisman believed that by creating a
rich mathematical environment in which such collaboration among
students was natural, Africun-American and Hispanic students would
be drawn to mathematics and would thrive.

Treisman also observed the subtle and insidious ways in which
special campus orientations and programs for minorities tended to
marginalize the populations they served. In particular, he noted that
for many minority students at Berkeley the locus of their campus
identity was ethnicity rather than intellectual interests or professional
goals. He came to believe that the resulting ethnic balkanization of
the Berkeley student body impeded minority students’ progress in

mathematics-intensive majors. Thus, to address the underrepre-
sentation of minorities in mathematics, it would be necessary to create
viable and robust multiethnic student communities drawn together by
a shared interest in and affection for mathematics.

Innovative Features

In 1980, with support from FIPSE, Treisman established the
Mathematics Workshop Program as a component of the Professional
Development Program (PDP), an affirmative action effort of the
University of California Academic Senate, Berkeley Division. The
immediate and most visible goal of the project was the development of
a cadre of minority students who would truly excel in calculus. The
Workshop Program explicitly rejected remedial approaches to minority
education.

68




Workshops of 20 to 25 participants worked together in small
groups on problem sets specifically designed to deepen their
understanding of concepts needed not only for their present course,
but for later mathematics ard science courses. These sessions were
overseen by graduate instructors who did not lecture or repeat class
material, but turned questions back on the group to help students
understand the material for themselves. This approach was a
substantial departure from the individualized tutoring, self-paced
instruction, mentoring, and study skills courses which constituted the
pedagogical armamentarium of institutionalized minority programs.

Evaluation of the Original Development of PDP

According to the evaluation of the first seven years of PDP,
students did indeed excel. The results are unparalleled: 56% of the
African-American workshop students earned a grade of B- or better in
first-year calculus, compared to 21% of the non-workshop African-
American students. Beyond this, significantly fewer workshop
students dropped out of calculus than non-workshop students (3%
versus 25%) and four times more of these students graduated in math-
based majors (44% versus 10%). These results persisted even when
differences in pre-college preparation for mathematics were taken into
account.

African-American students who attended the workshops and whose
MSAT scores suggested they were at the greatest risk of failure
outperformed the non-workshop African-American students at lowest
risk of failure. In other words, weakly prepared students gained as
much or more than students entering Berkeley with strong academic
backgrounds. Further, African-American workshop students persisted
to graduation at rates comparable to those of the campus as a whole,




while African-American non-workshop students dropped out at
substantially higher rates.

Project Impact

The Mathematics Workshop had & dramatic effect both on
mathematics performance and on the persistence rates of participating
students at Berkeley. Based on these successes, FIPSE again funded
PDP in 1986 to assist 20 other campuses across the country to set up
local adaptations of the project. PDP staff worked with faculty and
administrators from colleges and universities to customize the project
appropriately for each new setting. Many of the original twenty
dissemination sites succeeded in creating effective programs: an
evaluation of student performance at several of them showed the
following results:

o At the University of Texas-Austin, where the program is known
as the Emerging Scholars Program (ESP), the workshops are
regular departmental offerings--effectively an alternative to
traditional discussion sections. There are presently five ESP
sections serving approximately 100 students per semester,
three-quarters of whom are African-American or Hispanic. The
program also targets white stu-dents from rural Texas. Results
of the program have been dramatic. Over 85% of all ESP
students routinely earn grades of "A" or "B" in calculus. (To
place this in an historic context, fewer than one-third of non-
ESP African-American and Hispanic students who took calculus
in the last five years received grades of "A" or "B." Only half of
those students with Math SATs over 600 received such grades;
in contrast, 90% of the minority ESP students with such scores
have earned grades of "A" or "B."). In 1988, there were fewer
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than 10 minority math majors at UT Austin. In Spring 1992, there

were 113 minority mathematics majors, many of whom were ESP
alumni.

o At Rutgers, the State University of New Jersey, students enroll in
a six-credit-hour calculus class called EXCEL; the usual calculus
course is four credit-hours. One section of EXCEL is housed in the
College of Engineering, and another is housed at [ouglass College
for Women. Thus far, 75% of EXCEL calculus students have

earned a grade of "A" or "B" as opposed to 41% of all students in
the regular calculus classes.

o City College of New York (CCNY) is an urban commuter college;
two-thirds of the entire student population is African-American or
Hispanic. Students in the CCNY workshop program participate in
six hours of intensive mathematics laboratories as a supplement to
their basic calculus class; four hours of this lab time is overseen by
advanced undergraduate students. 88% of participating students
have received grades of "I¥" or better in calculus.

o At the California Polylechnic State University at San Luis
Obispo, the Emerging Scholars Program (ESP) offers workshop
laboratory sections in precalculus and calculus. These labs are
attached to particular lectures and are led by advanced
undergraduates who have expressed an interest in teaching.
Consistently over the four years of the program, 90% of the
students have achieved grades of "C" or better in calculus; typically,
two-thirds of non-ESP students make such grades. In 1988, the
year of the pilot, 85% of ESP students earned grades of "A" or "B,"
while only 18% of students not participating in ESP labs earned
similar grades.




o The California State Polytechnic University at Pomona runs a
workshop program for minority students enrolled in the College of
Engineering and the College of Science. The program serves more
than 160 minority freshmen a year. A recent retrospective
longitudinal study (couducted by Marty Bonsangue and supported
by the National Science Foundation) of minority workshop
participants from 1986 to 1991 found that workshop students
scored, on average, six-tenths of a grade point above their
classmates in calculus. Bonsangue found that participation in the
workshops had a powerful effect on students’ performance and
persistence in subsequent mathematics and science coursework, as
well as on graduation in u technical major.

o The Medical Scholars Program (MSP), an adaptation of the
workshop, was established with FIPSE support at the University of
California at San Francisco School of Medicine (described on page
77). Minority student failures in physiology and other first year
courses declined significantly; the school’s overall pass rate on the
National Boards improved; and pre-medical school achievement

ceased to be a significant predictor of minority and non-minority
students’ scores.

Evaluation of the PDP Dissemination

An extensive summative evaluation was conducted of each of the
campus pilot programs and student performance, using appropriate
comparison groups. Specifically, it examined the relationship between
background characteristics (e.g., race, sex, SAT scores, high school
rank in class, etc.) and achievement in math and science. A qualitative
observer’s report was also completed to provide faculty at other sites
with a description of key features of the program, how it operates




internally, how it may be adapted, and how it appears to its
participants.

Project Continuation

There are currently over 100 mathematics departments offering
students a "Workshop/Emerging Scholars" program. In 1991,
Treisman received a grant from the National Science Foundation
(NSF) to create the Alliance for Minority Participation in Mathematics
(AMPM), which will expand to at least 200 the number of mathematics
departments offering such programs.

The program has expanded both to the upper-division and pre-
collegiate levels. The Summer Mathematics Institute (SMI), variously
funded by the Sloan Foundation, the Dana Foundation, and the
National Science Foundation, is an immersive six-week residential
summer school, principally for ESP alumni, designed to enable them to
make an informed choice about graduate work and careers in the
mathematical sciences. In fall 1993, approximately 20 SMI alumni will
begin work in mathematics at elite graduate programs.

At least ten mathematics departments have created versions of ESP
for high school students and teachers. These initiatives, most often
called "C-cubed" programs, have received generous support from the
National Science Foundation and from local school districts.

Several successful sites have emerged as secondary dissemination
sites, helping institutions in their region to learn from their work.
Moreover, the process of dissemination has led to substantial
improvements in the model, some of which have influenced the shape
and direction of the original Berkeley program.
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The Workshop Program itself has undergone many transforma-
tions. Most important is the shift from adjunct status, i.e., as a
voluntary add-on program, to becoming an integral part of a math
department’s offerings. In some institutions, the Workshop Program
has been a catalyst and model for the reorganization of departmental
courses. Currently, there are many departments seeking to utilize the
Workshop model as a vehicle for bringing about curricular change.
The increased class time and the focus on student community make it
a natural environment for curricular experimentation. Finally, the
Workshop approach has become a highly visible example of faculty
leadership in such problematical areas as multiculturalism, academic
culture change (i.e., resetting the balance among research, teaching,
and service), and quality management.

Recognition

PDP’s project director, Uri Treisman, was honored with the
Charles A. Dana Award for cutstanding achievement in American
higher education. The Dana Foundation then awarded Berkeley
approximately $1 million for the creation of the Charles A. Dana
Center for Mathematics and Science Education to continue to
disseminate Workshop Programs. In 1989, Newsweek selected
Treisman as one of 25 Americans on the leading edge of innovation,
one of three in education. In 1992, he won the MacArthur Fellowship
Award for his pioneering work in increasing minority participation in
mathematics.

The California State Legislature awarded $500,000 to create PDP
workshops on each of the nine campuses of the University of
California. The National Science Foundation sponsored a Chautauqua
short course for math and science faculty on increasing minority
participation in math-based disciplines. A minority student and
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alumna of PDP at Berkeley was named a Rhodes Scholar--the first
woman, first African-American and first engineering student on
campus so honored.

Available Informatio

A FIPSE-sponsored lecture that describes the project, Academic
Perestroika: Teaching, Learning and the Faculty’s Role in Turbulent
Times, is available upon request from:

Uri Treisman

Dana Center for Mathematics Education
National Sciences Annex 1202

Austin, TX 78712

512-471-6190




UNIVERSITY OF CALIFORNIA AT SAN FRANCISCO
SCHOOL OF MEDICINE

The Medical Scholars Program

Purpose

Nationwide, minority students and women are underrepresented on
the faculties of medicine and the basic sciences. An American
Association of Medical Colleges study indicates that fewer than 2% of
the nation’s medical school faculty are from the underrepresented
minorities. The UCSF Medical Scholars Program (MSP) was launched
as a direct response to the need for minority academicians.

A secondary and more immediate aim was to reduce minority
attrition and course failure o