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This collection presents 68 papers or summaries
presented at a 1996 conference on self-study and institutional
improvement for institutions of higher education. Papers are grouped
in the following 10 chapters (with sample topics in parentheses): (1)
"Integrity and Accreditation: Current Issues" (intercollegiate
athletics, nontraditional students, electronically offered programs,
and interinstitutional agreements); (2) "Integrity and Accreditation:
Focus on Faculty" (faculty burnout, faculty governance, and
integration of part-time and adjunct faculty); (3) "Integrity and
Accreditation: Improving Retention/Completion Rates" (the accelerated
baccalaureate degree, community college-university collaboration,
barriers to timely degree completion); (4) "General
Education/Critical Thinking" (critical thinking, assessment of
general education, and competency-based general education) ; (5)

"Assessing Student Learning: Implementing the Assessment Plan"
(assessment at Ball State University--Indiana, a culture of
assessment for improvement, and comprehensive assessment plans); (6)
"Assessing Student Learning: Relating Assessment of Student Academic
Achievement to Institutional Effectiveness" (institutional
effectiveness and continuous improvement, and linking institutional
effectiveness and assessment); (7) "Assessing Student Learning: Tools
of Assessment" (technology and assessment, educational outcomes
assessment, and student academic achievement in graduate programs);
(8) "Assessing Student Learning: The Role of Faculty .1n Assessment
Plans and Programs" (decentralization and faculty ow:, hip, the role
of faculty in assessment at Ohio Wesleyan University, and faculty
participation in student learning outcomes assessment); (9) "From
Self-Study to Site Visit: Case Studies" (14 critical choices in the
self-study process, and a case study of the reaccreditation process);
(10) "The Role and Responsibilities of the Self-Study Coordinator" (a
12-part process, practical planning procedures, using an
institutional self-study guide, and strategic planning); (11)
"Self-Study and Evaluation: Practical Advice" (community involvement,
the steering committee, the team visit, and self-study for the
multi-campus institution); and (12) "Coordinating Special Types of
Evaluation" (institutions ieeking initial candidacy, using the new
criteria, and the mandated focused visit). (Most papers contain
references.) (DB)
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Foreword

The Commission has again invited speakers for the Annual Meeting of the Commission on
Institutions of Higher Education to provide written materials related to their oral presenta-
tions. These papers are presented in A Collection of Papers on Self-Study and Institutional

Improvement, 1996.

This is the twelfth year we have published our Annual Meeting papers. The theme of this year's
meeting is Integrity and Accreditation, focusing on the Commission's Fifth Criterion: "The institution
demonstrates integrity in its practices and relationships." This collection includesmore than 65 papers
from an extraordinarily diverse variety of affiliated institutions. Writers from institutions of all types
and degree levels and institutions at varied stages in their development show impressive understanding
of critical issues facing their campuses, and what they have to say is useful for all of us. As I read these
papers. I was struck by the het that the advice is not sector-specific: there is something in each paper
that representatives from any institution can find stimulating and helpful.

I was also impressed by the creative and effective efforts of individuals from so many institutions to
use institutional self-study, evaluation, and assessment as a way to bring about genuine improvement
in the quality and integrity of their institutions. This 1996 Collection of Papers demonstrates again
why the Collection has become an invaluable resource to all who are engaged in institutional
evaluation. What is most satisfying about these contributions is that they come from the Commission's
membership and are based on direct experience in self-study and institutional improvement. These
papers reinforce the characterization of the Commission as an "uncommon alliance" in which the
representatives of our member institutions are significant teachers of the evaluation/accreditation
process.

In Chapter I, Integrity and Accreditation: Current Issues, you %-ill learn about a technical college's
values-based approach to institutional integrity; how politics and process assist a comprehensive
regional university to restructure its academic and administrative organization; how the NCAA and
NCA criteria can he linked in demonstrating an institution's integrity; how a small private institution
meets the needs of bilingual nontraditional students; how WICHE developed principles of good
practice for electronically offered higher education degrees and certificate programs; how a propri-
etary doctoral institution developed an inter-institutional agreement with a Research One institution
to deliver library services to distance education graduate students; and about a private institution's
long experience in developing contractual relationships with military bases for delivering educational
programs. Chapter Il, Integrity and Accreditation: Focus on Faculty, features papers on a variety of
issues fi.. i liberal arts institutions, professional colleges, and community colleges. Chapter III
focuses on improving retention/cornpletion rates, while the selections in Chapter IV address general
education and critical thinking.

Chapters V-V III report on current experiences of institutions in implementing theirassessment plans.
in relating student academic achievement to institutional effectiveness, developing tools for assessing
student learning, and the role of faculty in assessment plans and programs.

'I 0



Chapter IX offers case studies of institutions on self-study and the site visit. Chapter X includes a
number of papers on the role and responsibilities of the self-study coordinator, and Chapter Xl offers
practical advice on self-study and evaluation. Chapter XII reports the experiences of institutions
seeking cardidacy and moving from candidacy to accreditation.

Because we have learned that previous collections have been useful to those not attending the Annual

Meeting as a significant supplement to Commission's official publications on self-study and
evaluation, the Commission will make this volume available by mail so long as the supply lasts. We

invite those of you who use this collection as a part of your self-study and institutional improvement
efforts to send us your comments about its value to you, and we welcome your suggestionsfor future

topics for the publication and the Annual Meeting program.

Patricia A. Thrash
Executive Director
NCA Commission on Institutions of Higher Education

March I, 1996
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Criterion Five:
A Values-Based Approach

H. Victor Baldi
Patricia B. Frohrib

The 13-member NCA Integrity Subcommittee, representing a cross-section of members from all areas of Fox
Valley Technical College (FVTC) in Appleton. Wisconsin, convened to determine an appropriate approach to
examining the important issue of institutional integrity. Througha policy inventory of board and admininstrative
documents governing FVTC, the subcommittee verified that these documents define the legal. social, and
ethical parameters of FVTC operations. It became clear that policy analysis was only part of the self-
examination of institutional integrity. With further study, our organizational value statements were identified
as explicit statements of how FVTC was expected to operate and truly a better yardstick of integrity than policy
statements. The role of values in relation to integrity was reinforce(' by a literature review and NCA conference
presentations on the subject. With a set of articulated institutional values, the subcommittee designed a process
to take a closer look at how the College's values are exemplified in the practices and relationships throughout
FVTC and areas for improvement.

Values Articulation

The public nature of FVTC effectively mandates the development, adherence to, and monitoring of policies such
as affirmative action that establish expectations for institutional behaviors and related accountability system.
Even with these ethical underpinnings. FVTC has made a common practice of articulating the key value
Aatements that embody its actions. Early in the self-study process. these value statements were reviewed and
revised in conjunction with the development of the college mission and vision.

The six FVTC Value Statements are:

Integrity. We value responsible. accountable, ethical behavior in an atmosphere of honest, open
communication with mutual respect and caring for each other.

Collaborative Partnerships. We alue partnerships with business, industry. government, educational
systems, and our communities.

Innovation. We value creative risk-taking and enthusiastic pursuit of new ideas.

Continuous Improvement. We value continuous improvement of our programs. services, and
processes through employee empowerment and professional development in a team-based culture.

Customer Focus. We value commitment to student/staff success and satisfaction by responding to
customer neeth.

Diversity. We value an educational environment that attracts, nurtures, and supports a diverse student
and staff community.

The NCA Integrity Subcommittee reached consensus that the integrity expectations of FVTCwere captured in
the six value statements. However. a "test- (tithe College' s performance related to the statements had never been
attempted. Several elements of the process design surfaced as clear components to address:
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Definition-each value needed to be defined in relation to "patterns of evidence- that could be found in

an organization that ideally. exemplified this value in practice.

Policy Linkage-the process would include a cross-referencing of the board and adminmstrative
policies that related to each specific value.

Strengths-the process would identity FVTC practices that exemplify the value.

Opportunities for Ilmprovenwnt-the process would solicit and explain the behaviors and practices
that could specifically he improved in order for FVTC to be more aligned with the intent of the value

statement.

Measurement-the process would include a method to rate FVTC performance aspart of the NCA self-

study.

In addition to these components. the participatory and es aluative environment of FVTC were key process
considerations. Although the process could he piloted w ith the subcommittee. it needed broad representative

participation to be consistent with organizational norms. The notion of a "values audit- may be ominous for

some organizations. However, as a learning organization involved for many years in TQM. FVTC is accustomed

to practices that examine the organizational climate and evaluate program performance through regular and

college w ide audit activities.

Overall Process

The NCA Integrity Subcommittee used group brainstorming and prioritization processes to identify the
elements of an operational definition of each value, specify examples ofFVTC strengths and opportunities for
improvement, and rate performance to obtain a ballpark view of how we actually performed. Upon completion

of the subcommittee exercise, more staff input was received from key FVTC leadership teams: the Strategic

Leadership Team and the Total Quality Leadership Team so that a total of 25 people ultimately participated in

the values audit process. The Criterion Five chapter of the Self-Study Report was based on the findings of this

exercise and accepted by the NCA Evaluation Team as part of their October 1995 visit.

Operational Definition

The act of defining the value in a narratit e form was intended to as deafly a possible communicate specifically

what was intended in the value statement. The NCA Integrity Subcommittee members were able to articulate

the behavior evident in an organization that was living by the value statement. The follow ing is an example of

the operational definition of the FVTC organization value of Integrity.

Sample - Operational Definition of Value Statement
FVTC Value Statement of Integrity

An organization that values "integrity" is able to trust people and infOrmanon throughout the organization.

Decistans are taken at .face vaitte without cimeern null proce.vs considerations have been ignored or that

pervimal agendas drive decislotts. There iA no need esplain operating procedures because they are

universally understood. This trustworthy atmosphere nurtures confidence that promised actions and verbal

agreements cwn lie depended (rpm to become reality t "nwlk the ta/k 'i. Every process. budget. and report are

hi he shared with all members openly. Consistent andusehtl comnumication fosters a secure environment in

which to cludlenge the status quo without retaliation. This lumest s. motivates members to constandV el'atUale

then:Selves and consider ways to improve behaviors.

Above an, each member operates with the cerlamtv that everyone can he trusted to do their jobs to the best

of then alitlit.s. La( h person I% a ialuoble asser. 1101 a cost. organizanim storks to rt.inove fears and

t gm iram.e, and the (knits of each ituhtidual is re tpctled. The "golden rule" is operalive iii Ihal members

1 .1
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treat each other the way they want to be treated. The organization ultimately defines its highest achievement
as being respected in the eyes of students and the community because of its demonstrated integrity.

(from FVTC Self-Study, 1995, p.202-203)

Strengths in Relation to the Value Statements

The brainstorming and feedback process to identify strengths is essentially a listing in which the frequency or
priority of statements shapes the narrative discussion of the strengths. The following is an example of how
Strengths are described in relationship to the value statement.

Sample: Strengths
FVTC Value Statement of Diversity

FVTC has initiatedformal and direct actions to support the value ofdiversity. A DiversityCommittee has been
organized to provide a focus for issue awareness and assertive impletnentation. There has been an expanded
emphasis upon international/intercultural programming with the addition of diversity-related classes and
curriculum. Structured staff development opportunities, including a diversity course for certification, are
available to encourage staff involvement. The minority recruiter position provides an in-house resource for
recruitment and retention services to encourage a mot: diverse student population.

The broader definition of diversity extends beyond cultural aspects to address equal opportunity for special
populations including women, older adults and people with disabilities. The staff position of Gender Equity
Coordinator has helped to raise a focus for both students and staffon the need for and provision of education
on such topics as sexual harassment in the workplace. SeniorNet computer classes for older adults and ESL
for the Hmong population are examples of special efforts supported by the College to serve the needs of
special populations. In the area of opinion diversity. FVTC's implementation ofmutual gains bargaining and
consensus building in teams provides a model and method.* the constructive airing of different points of
view.

(from FVTC Self-Study, 1995, p.211-212)

Opportunities for Improvement

Prioritization or the affinity of a line of thinking is the framework for developing the narrative for each value
statement. The section is an honest reflection of the overall thinking on the behaviors that need to improve to
truly become more aligned with the value statements with relevant examples of practice. The following is an
example of how Opportunities for Improvement are described in relationship to the value statement.

Sample Excerpt Opportunities for Improvement
FVTC Value Statement - Customer Focus

FVTC proclaims its value of customer focus loudly which, consequently. means that all identified needs are
watched closely for expeditious action. The wheels of bureaucratic action are often less than responsive to
customer needs. Faster response time is needed for employer requests for new academic programs to meet
their workforce needs. The educational reality of waiting lists is never viewed as customer friendly, but there
is a need for a consistent and uniform process ,o deal with applicants on waiting lists across all instructional
areas. Overloaded managers are not always available when a timely decision needs to he made regarding
individual customer situations. Similarly, this overload extends to support staff who need front-linesupport
so they can better relate to customers. It is, at times, difficult for students to get the kind of assistance
commensurate with a customer-focused organization.

Staff knowledge that some customers may not be receiving the best service possible creates stress for those
who care about providing good customer service. Not only is waiting fora response stressful but so is the lack
of a similar commitment by other staff who forget that their job is to satisfy students. On some occasions,
waiting to deliver a service "with all the bugs out" is truly being sensitive to thecustomer. However, getting
necessary equipment, software, training, and technologies creates delays in uniform service delivery and
causes stress.

r(from FVTC Self-Study, 1995, p.210-21I)
1
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Measurement

The degree of institutional behaviors being connected with each Value Statement was quantified in a

performance rating exercise. A scale of I (low) to 10 (high) rating was used to collect responses based on

FVTC's usual and customary overall performance related to the value. Individual ratings were averaged to

establish an overall current rating for each value. The ratings were visually plotted on a Spider Diagram. The

conclusion of the Integrity chapter uses these ratings to summarize the values based review.

Sample
Conclusion of Integrity Chapter

The overall evaluation of FVTC pedOrmance in relation to the six vtthw statements of the organization is

above satisfewtory (6.6). The highest rated value was Collaborative Partnerships ( 7.7) with commentary to

uggest that current efforts are exemplary and need to etpand the new arenas. The value qf Innovation was

rated quite high (6.9) in overall performwwe with a clear challenge for the organization to systematically

"push the envelope" and be sure to attend to the JO/low-up processes to support innovative efforts. The mid-

ranked value of Customer Focus (6.6) had the narrowest point spread between the highest and the lowest

rating. This factor indicates greater overall consensus on the College's performance related to customers

and the need to strengthen ou r methods of advancingmeaningful customer service. The rating for Continwnis

Improvement (6.3 )on the lower end of ratings sends a message that as staff identify areas for change, there

must be more visible indication that concerns are being actively addressed to truly result in 'mprovement.

It is apparent that stafifeel FVTC's efforts to fulfill the tydue of Diversity (6.2) are just beginning to have an

impact on the overall performance of the College. Finally, the value of haegrity (6) is rated at the low end

of all the values, underscoring that there is clearly room for improvement not only tvith internal systems and

processes but in strengthening the porrosefill integration of personal values of effectiveness in both internal

and e.yternal relatnoiShips.
(from FVTC Self-Study, 1995, p.212)
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Restructuring Academic
and Administrative Structures
in a Comprehensive University:

A Case Study in
Politics and Process

Robert G. Culbertson
Charles W. Collins

The University of Wisconsin-Platteville ( UWP) has an enrollment of 5,000 with major programs in engineering,
agriculture, education, and criminal justice, and is located in a rural community of 10,000 in Southwest
Wisconsin. The issue of reorganization on the campus has a long history, having been considered in the 1980s.
It was argued then that the academic structure of the University, with five colleges and 33 departinents and
programs, was not efficient and could be reduced with substantial cost savings to the institution. Likewise, it
was argued that there were areas in the administrative structure that could be merged or eliniinated, also reducing
costs.

Restructuring the academic enterprise is a formidable challenge. The literature on academic cultures over-
whelmingly documents the permanence of these cultures, and the inability to significantly change the
organizational structures that are supported by these cultures. Whileevery college and university in this country
is unique in terms of its culture, there are common themes that permeate our campuses. They include conflict
between the professional programs with specialized accreditation and the liberal arts, turf battles over general
education programs, mission statements that are often so broad and lofty as to be meaningless, tension with state
coordinating boards. inability to cope with an economic environment that is emphasizing "rightsizing" or
"d( wnsizing" higher education institutions, and the broad range of governance issues that have become
increasingly complex with new avenues for appeals, grievances, and litigation.

Factors that became drivers in the UWP organization included a strategic plan calling for reorganization of the
academic and administrative structures, budget problems resulting in the increasicg dependence on salary
savings from unfilled positions to complete the budget each year, mandates from the University of Wisconsin
System Administration to develop strategies for administrative streamlining, and an overall perception on
campus that there "might" be a need for change. Nevertheless, there were a number of faculty and staff who
strongly resisted the notion of change, arguing that the state would eventually provide additional funding
because of the longstanding support for higher education in Wisconsin.

Other challenges in the restructuring process included the absence of a model that would shape the design for
the restructuring process. A significant number of the faculty strongly held to the belief that the traditional arts
and sciences college was a cornerstone to the academic environment, and thatany change disrupting this aspect
of the organization's structure was "detrimental" to the University. The individuals holdingthis position were
both credible and persuasive in their arguments. At the same time, it was clear that the budget issues would not
be resolved by maintaining traditional models. It was essential that we look for new models if we were to realize
substantial savings and stabilize our budget.

After several months of debate and development of position papers on restructuring the University. the theory
of "loose couplings" became the model for the process. Thc fundamental theory of loose couplings has been

(.4
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used in many organizational discussions. Some of the roots can be traced to the work of Glassman ( 973)' and

March and Olsen t 1975 ).= The definition used in the MP reorganization was outlined by Weick (1976). Weick

noted.

By loose coupling, the author intends to convey the image that coupled events are responsive, but that each

event also preserves its own identity and some evidence of its physical or logical separateness. Thus, in the

case of an educational organization, it may he the case that the counselor's office is loosely coupled to the

principal's orrice. The image is that the principal and the counselor are somehow attached, but that each

retains sonic identity and separateness, and that their attachment may be circumscribed, infrequent, weak in

its mutual affects, unimportant, and/or slow to respond. Each of those connotations would be conveyed if the

qualifier loosely were attached to the word coupled. Loose coupling also carries connotations of imperma-

nence. dissolvability. and tacitness, all of which are potentially crucial properties of the "glue" that hold

organizations together.'

The next strategy was to identify the "lead- programs that would benefit by couplings with other programs in

the University. This was a very controversial issue because every program argued that in one way or another

it was a lead program. These debates provoked controversies over the history of funding engineering and

business, as well as other long-term antagonisms regarding the role of the liberal arts and allegations that the

liberal arts had been'seriously neglected. These debates proved to generate more heat than substance and the

outcome was generally a standoff. However, the UWP mission statement, set forth in the University of
Wisconsin-Platteville Undergraduate Catalog, described the Select Mission of the University. It was to provide

"hact alaureate degree programs and specialized programs in middle school eduction, engineering, technology

management, agriculture, and criminal justice which have been identified as institutional areas of emphasis."

As the debate ensued through the spring semester of 1994 with dozens of meetir.gs. the theme that was reiterated

over and over was the Select Mission of the University as approved by the Board of Regents and that programs

"loosely coupled" to the programs ider*ified in the Select Mission would receive funding benefits in the

reallocation process. At the same time, general education programs in the broad areas of the liberal arts were

also assured that their mission would be reviewed, and that resource allocations would be made to these

programs reflecting enrollments in the service courses. While this may appear to be a "win-win" situation for

all, there was strong opposition to the reorganization because the proposal to move from five colleges to three

colleges eliminated the traditional college of Arts and Sciences and created a new College of Liberal Arts and

Education. For example, following the model of "loose couplings," biology was relocated in the College of

Business, Industry, Life Science, and Agriculture. The Departments of Mathematics. Chemistry, and Physics

were relocated in the new College of Engineering. Mathematics, and Science.

Similar patterns were followed throughout the restructuring process to assure "loose couplings" between the

lead programs and programs that provided major support for the lead p, ograms. The goal was to increase the

level of synergy between the lead programs and the support programs, increasing funding for the support

programs, as well as providing students with opportunities to interact with programs closely associated with

their selected majors, benefiting from faculty mentoring in those programs. Additionally, the selection of a

major is seldom a firm decision. In many instances, the concept of restructuring by "loose coupling- provided

the students with opportunities to meet with faculty members outside their majors to explore a potentially new

major or a "double major.- Again, the goal was to create new synergies among the various units, based on the

philosophical affinity and common body of knowledge shared by the programs. For example, much of

agriculture is applied life science. Engineering is extremely dependent on chemistry, mathematics, and physics.

Finally, middle level education is highly dependent on strong relationships with the teacher education

preparation units, especially in the social sciences.

A fundamental tenet used to support the restructuring through the theory of loose couplings was a commitment

to the theory that each of the units would maintain its autonomy in the restructuring process. Nevertheless, each

unit had an obligation to develop "loose couplings" with other units in its college, to enhance the norm of

reciprocity among the units. Our approach was not that we were "breaking down the walls," often resulting in

the loss of identity or the respective units. Rather, our approach was that each unit should strengthen its identity

through some sacrifice ol autonomy by establishing "loose couplings- with other units as the units came to share

resources, including faculty.

Is
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The single major threat to the restrmturing process came from an effort titled "Re-Focus 2000." This effortwas
driven by faculty in the former College of Arts and Sciences who argued.as noted bec Ire, that the fundamental
basis of academe is a strong bond between the arts and sciences, and that, without this, students leave the campus
uhprepared for life. The arguments were outstanding, as were the proponents. However, each time the issue was
discussed, questions were asked about budget. A single, very large College of Arts and Sciences would require
a number of assistant deans, to the extent that the savings proposed in the Chancellor's reorganization plan were
lost. When the "Re-Focus 2000" organizers were asked for a budget. the argument was that the Chancellor was
placing budget above principalthe principal of the traditional ties between the arts and sciences.

As the debate ensued, increased efforts were made to make fiscal data available to the faculty and staff.
Colleagues in business and accounting, while not persuaded that the outcome would produce the savings
projected, were effective in persuading colleagues across the campus that the Chancellor's projections of a

shortfall in the 1994-1995 academic year of approximately $700,000 on a base of approximately $28,000,000
were accurate and intolerable. They also persuaded the body politic of the University that the plan would result
in fiscal stability for the University.

In April 1994, the Chancellor's restructuring plan was approved by the University's Faculty Senate on a near-
unan i mous vote.

The issue of administrative restructuring was also addressed, and, needless to say, this was an area that the
faculty observed closely. While the University had been cited as under-administered in the last NCA Team
Report, the faculty understood that fairness demanded that the administration also be reviewed for position
mergers and position elimination. Among the changes in administrative areas were the following: the offices
of credit and non-credit continuing education were merged; the accounting offices in Auxiliary Services and
the University Accounting Department were merged; the architect's position in Physical Plant was eliminated;
the Director's position in Auxiliary Services was eliminated; and the Assistant to the Vice Chancellor position
was eliminated. A significant number of additional changes were made in reporting lines that, again, followed
the theory of "loose couplings." Career Services was moved to University Placement Services and the title of
the office was changed to Career Planning and Placement. In other ways every effort was made to reduce the
number of administrative positions. That effort continues as the University faces additional budget reductions
resulting from a shift in property tax to support K-12 schools.

Footnotes

I . R. B. Glassman. "Persistence and Loose Coupling in Living Systems."Belmvioral Science 18 (1973 ):83-98.

2. J.G. March and J.P. Olsen, "Choice Situations in Loosely Coupled Worlds." Unpublished manuscript,
Stanford University, 1975.
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Integrity In
Intercollegiate Athletics

Leslie H. Cochran

The area of intercollegiate athletics is one pat consultant-evaluators often find great difficulty in assessing.

Commonly, this problem is a result of limited know ledge or experience about intercollegiate athletics or the

overwhelming size and complexity of the program.

Recently. the NCAA took action that can assist team members and set aside some of the traditional problems

that have confronted site visitation teams. At the 1993 NCAA Convention, the Division I membership adopted

an intercollegiate athletic certification process for the roughly three hundred Division I institutions. Beginning

in 1994 and continuing every five years, approximately sixty institutions undergo this review procedure.

The NCA Commission has taken action demonstrating support for the NCAA certification process. What this

means for evaluation teams is that in many cases institution self-studies are available or underway to assist the

NCA team in reviewing the intercollegiate athletic program. In those cases where the institution is not covered

by the NCAA Division I requirement, the areas of focus at least provide evaluators with some insights or areas

in which they might want to question institutional procedures or direction. In these cases, it should be

emphasized that these are not requirements; rather they might serve as guides to assist an individual team

member.

The :CAA Division I Certification Program has identified four major areas of certificationgovernance and

commitment to rules compliance, academic integrity, fiscal integrity, and commitment to equity. The NCAA

Athletics Certification: A Commitment to Institutional Integrity idertifies a series of operating principles under

each of the four areas. In summary, these operating principles are as follows:

Governance and Commitment to Rules Compliance

. Institutional Mission. Maintaining intercollegiate athletics as an integral part of the educational program

is a basic purpose of the Association. Consistent with this fundamental policy, the mission and goals of the

athletics program shall:

a. Appear in published form and he given w ide circulation within the institution and among its external

constituencies:

h. Relate clearly to the mission and goals of the institution:

c. Support the educational objectives and academic progress of student-athletes:

d. Support equitable opportunity for all students and staff, including women and minorities;

e. Result from a process of development and periodic review involving substantive participation by the

major constituent groups of the institution: and

f. Be reflected in the actual practices ol the institution's athletics program.

20
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2. Institutional Control. The Association's principle of institutional control vests in the institution the
responsibility for the conduct of its athletics program, including the actions of its staff members and
representatives of its athletics interests.

3. Presidential Authority, Governing Board. The institution's governing hoard shall provide oversight and
broad policy formulation. The chief executive officer shall be assigned ultimate responsibility and authority
for the actual operation of the athletics program, with clear and direct support of the board.

4. Shared Responsibilities. The athletics program shall be an integral part of the educational enterprise of the
institution. As such, appropriate campus constituencies shall have the opportunity to provide input into the
formulation of policies relating to the conduct of the athletics program and to scrutinize the implementation
of such policies.

5. Assignment of Rules-Compliance Responsibilities. The institution shall have in place a set of written
policies and procedures that assign specific responsibilities in the area of rules compliance. In critical and
sensitive areas, institutional compliance procedures shall provide for the regular participation of persons
outside of the athletics department.

6. Rules-Compliance Accountability. Rules compliance shall be the subject of an ongoing educational effort,
and the commitment to rules compliance shall be a central element in personnel decisions within the
department of intercollegiate athletics.

7. Rules-Compliance Evaluation. The Listitution shall provide evidence that its rules-compliance program
is the subject of periodic (e.g.. annual) evaluation by an authority outside of the athletics department.

Academic Integrity

I. Student-Athletes Integrated in Student Body. An intercollegiate athletics program shall be designed to
be a vital part of the institution's educational system, and student-athletes shall be considered an integral part
of the student body.

2. Admissions and Graduation. The institution shall admit only student-athletes who have reasonable
expectations of obtaining academic degrees. If the graduation rate of student-athletes is significantly lower
than that of the rest of the student body, this disparity shall be analyzed, explained, and addressed (through
specific plans for improvement) by appropriate institutional authorities under clearly established and
approved policies. If the academic profile of entering student-athletes differs from that of the rest of the
student body. the contrast shall be analyzed and explained by regular institutional authorities under clearly
established and approved policies.

3. Academic Authority. The responsibility for admission, certification of academic standing, and evaluation
of academic performance of student-athletes shall be vested in the same agencies that have authority in these
matters for students generally.

4. Academic Support. Adequate academic support services shall be available for student-athletes. Student-
athletes shall be encouraged and assisted in reaching attainable academic goals of their own choosing. When
it is determined that individual student-athletes have special academic needs, these needs shall be addressed.
The support services shall be approved and reviewed periodically by academic authorities outside the
department of intercollegiate athletics.

5. Scheduling. The scheduling of athletics competition and practice shall minimize conflicts between athletics
participation and academic schedules, especially during examination periods.
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Fiscal Integrity

. Financial Controls. Institutional financing of intercollegiate athletics shall follow prudent managementand

fiscal practices and provide relatively full and stable opportunities for student-athletes. All funds raised for

and expended on athletics shall be subject to generally accepted practices of documentation. review and
oversight. In addition, all expenditures from any source for athletics shall be approved by the institution.

Budget and audit procedures for athletics shall be consistent with those followed by the institution generally

and with the provisions of NCAA Constitution, which requires that the institution's annual budget for

athletics be approved by the institution's chief executive officer or designee from outside the athletics
department, and that a financial audit he performed by a qualified auditor who is not a staff member of the

institution and who is selected by the chief executive officer or designee from outside the athletics

department.

Established Policies and Procedures. The institution shall ha \ e in place policies and standard operating

procedures to ensure that all expenditures for athletics are handled consistent!) in accordance with NCAA

rules.

Commitment to Equity

Gender Issues. An institution shall demonstrate that in the area of intercollegiate athletics, it is committed

to fair and equitable treatment of both men and women. It shall have available adequate information for
assessing its current progress in this area and an institutional plan for addressing it in the future. The plan

shall provide for accommodating the evol ing standards of the Association in the area of gender equity.

2. Minorit.), Issues. An institution shall demonstrate that in the area of intercollegiate athletics, it is committed

to providing equitable opportunities for minorit) students and institutional personnel. It shall have available

adequate information for assessing its current progress in this area and an institutional plan for addressing

it in the future. The plan shall provide for accommodating the evolving standards of the Association in the

area of minority issues.

3. Student-Athlete Welfare. The institution shall demonstrate a commitment to the fair treatment of student-
athletes, particularly in their academic role as students. There shall be evidence that the welfare of student-

athletes and the fairness of their treatment is monitored, evaluated, and addressed on a continuing basis.

In those Division I cases, team members will find a detailed listing of self-study items and requirements for

evaluation and plans of action. In each case, the overall intent is quite similar to the basic thrust of the NCA

review process. Regardless. the si/e and scope of the intercollegiate program orits div isional status. NCA teams

will find these materials helpful to the ov erall institutional rev iew process.

LeAlie H. Cochran r% Prevalent, Foun.stown Stale University. Yuungstinvit, 011.
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Meeting the Needs of
Nontraditional Students

Barbara Kraemer
Joaquin Villegas

The 10Ist North Central Association Conference Theme is Integrity and Accreditation." The 1994 Handbook
of Accreditation indicates that an institution meets the area of Integrity or Criterion Five when "the institution
demonstrates integrity in its practices and relationships.- Thomas Quinn and Julie Brookbank (1995) from
Mitchell Technical Institute. South Dakota, addressed the Integrity Criterion in the 100th Annual Meeting of
the NCA. They identified a workable definition for the term integrity from Hegerty (1983): "a simple definition
of institutional integrity is that an institution does what it says it will do."

Purpose

Following this definition, this paper will examine patterns of integrity in practices and relationships at one
institution, to assurance that the institution's practices are consistent with its publicly stated policies. The
institution's "stated policies': are translated into objectives or the doing of what the institution says it will do
from its mission suement or its reason for being an institution ()/ higher education. This "reason for being"
establishes the level of accountability that an institution of higher education has to its target audience: its student
body. St. Augustine College has incorporated its -reason for being" into its educational and support serv ice
Programs to serve a nontraditional student body.

College Mission

During its 15 years of existence. St. Augustine College has had a motivating belief in the need fora bilingual
institution of higher education. This belief crystallized in collegiate, occupational and college preparatory
programs that make it possible for the Hispanic population of the Chicagoland area to realize its dreams and
aspirations (Juhasz and Plazas, 1993.) This belief is nurtured by the College's mission statement:" St. Augustine
College is an independent, bilingual institution of higher education created to make the American system of
higher education accessible to a nontraditional student population with emphasis on those of Hispanic descent;
and to build a bridge to fill cultural, educational, and socio-economic gaps."

College Population

Currently'. the students at St. Augustine College come from many Latin American countries as well as the
continental United States. Forty-four percent of the current student body are U.S. citizens, 36 percent by birth
(mostly of Puerto Rican origin ) and 18 lercent are naturalized citizens. The average residence in the United
States of the non-citizen is 10 years. Student ages range from 18 to 56 with a median age of 3 I. More than 50
percent of the students have family responsibilities. and 70 percent rear children (an average of three children
per student). Nearly 72 percent are female. What do these data elicit about the student body?

First. the College serves an immigrant working class population that has resided in the United States for an
aerage of 10 years. This implies a lack of familiarity with the country's educational system. In addition, the
majority -ninety percent are first generation college students.
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Since the majority of the students are also over 25 and have work and family responsibilities, the College is

serving a nontraditional student population w ith unique characteristics. How does the College respond to its

students' strengths and weaknesses in order to make higher education accessible and "to fill cultural.

educational and socio-economic gaps'!"

College Programs

The mission ot St. Augustine ('ollege is reflected in its educational programs and curriculum. The College uses

a "transitional bilingual" approa..:h in its educational programs. This means that the students are initially taught

content courses in their native language while progressively being initiated into instruction in English. Their
native language is used as a bridge for English mastery. and the use of English is gradually increased in their

course work as they complete of their degrees t Bondavalli, 1991).

The students' unfamiliarity with the U.S. educational programs and practices has led the College to integrate

and maximire all of its human resources to assure each student's success. Towards this end. the College has

integrated recruitment, academic, and financial aid counseling into one Comprehensive Counseling System.

Counselors become facilitator of the students' exploration and redefinition of their goals as effective citiiens

in U.S. society and in the communities that they live. In general, students are assigned a single academic

counselor over their entire career at the College. The counselor gives orientation to students sk ho are not familiar

with the world of higher education and also recommends a course plan to satisfy graduation requirements.

Counselors assist in the resolution of any conflicts between the student's personal obligations and the College's

academic demands. When necessary, the counselors refer the students to community resources for the solutions

of personal and family problems that arc beyond the resources of College's professional support staff. Each

individual student can rely on the following support sers ices during his/her entire college life:

Academic advisement guides the students in the selection of classes most appropriate to their

educational and career goals.

Academic reinforcement occurs through study groups. workshops. and special classesand programs

offered to underprepared students. These are delis ered by both peer tutors and faculty members.

Child care is provided for pre-school and school age children. While students are in class, they are

secure that their children are safe and being challenged to des elop cognitively and socially through

instructional programs.

Transfer Center sers ices give the opportunity for students to receive information about other
institutions transfer requirements and procedures. as well as to become familiar with the U.S. system

of higher education.

Along with these support services. the College provides a flexible class schedule to respond to the need, of its

students' work schedules or schedules of the mothers/fathers who are raising school-aged children. Ty pically

each course meets once a week during a morning, an evening, or on Saturday. The adoption of a departmental

course syllabus allows students to transfer from day to evening sessions when conflicts with work schedules

arise.

Retention and Transfer Studies

Since St. Augustine College is aware of the need to study its progress in being faithful to its mission, its reason

for being, it has made an effort to identify reasons why students persist orwithdraw during semesters or between

semesters, in order to take steps to improve retention. The college has facilitated student transfer to four-year

institutions and studied graduates who successfully transferred in order to promote completion of bachelor's

degrees.

2 4
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In 1991 the college established a retention task force to look at its record on retention and examine the reasons
hy studenis withdrew. Because of the need for more objective data, the research office contracted with

UNIMAK. a U.S. Hispanic Communications agency, to conduct a telephone survey of one hundred students
ho withdrew from the college in the Fall 1992, in order to identify reasons why students withdraw. These

reasons were classified as family ( 37(.4 ), educational (35% ), and financial (29% ).1n addition, the research office
began to collect longitudinal data by entering cohort, in order to calculate retention and graduation rates for each
cohort. The withdrawal rate for Spanish-dominant students is higher than for English-dominant or bilingual
students.

Through further investigation the research office will identify other characteristics of students who withdraw.
Currently, two faculty members are conducting a retention study of students who entered the college during the
1994-1995 academic year. The study is based on tested models of student persistence: Tinto (1975, 1987): Nora
(1987 ): and Cabrera et al. (1992, 1993 ).

St. Augustine College graduates between June 1990 and December 1992 were the population fora transfer study
that examined various influences on graduating students' decision to transfer to the university. The students with
good mathematics placement scores at admission were more likely to achieve academically, intended to transfer
to a four-year institution, and actually transferred after graduation ( Kraemer, 1995).

Because of open enrollment, the multiple roles of community colleges, and the differing educational goals of
students who enter them, community colleges may believe that current retention and transfer rates are
sufficiently high. However. St. Augustine College believes that an institution-wide effi rt to promote retention
and transfer to four-year institutions, with all the difficulty that the process entails, could result in a higher
retention and transfer rates, w hich could open the door to greater contributions by Hispanics to American
society.

Curriculum and Faculty Studies

The college's goal of providing bilingual instruction adapted to the needs of the learners has led to other studies
of the bilingual instructional model: student learning styles: and faculty characteristics, goals, and satisfaction.

Since its inception in 1980, St. Augustine College has used both Spanish and English in instruction. During the
1995 fall semester the faculty reviewed the components of the bilingual instructional model with two purposes
in mind: (1 ) inipro ement of instruction, and (2 ) orientation of new faculty. A set of guidelines for bilingual
instruction were sent to the adjunct faculty for their comments. The responses received will be reviewed during
the 1996 spring semester, and recommendations will be presented to the Dean of Academic Affairs for
improving the model. Since 82 percent of entering students need developmental English, understanding of how
students best learn English is key for the success of the academic program. One member of the
Communications Department faculty administered a learning styles questionnaire to 300 students in develop-
mental English classes and found that the group was homogeneous, preferring auditory and kinesthetic learning
methods (It/en, 1995).

ln every area of the curriculum, assessment of student learning is taking place that will lead to continual
improvement of instruction. Faculty are central in the development and implementation of the curriculum and
the assessment plan. Therefore, periodically the college surveys the faculty ( 1) to identify faculty characteristics
and teaching goals, and (2 ) to improve college and faculty programs and activities. The latest faculty survey was
administered during the 1995 spring semester, and the results were shared with the faculty in the fall.

Conclusion

St. Augustine College has consistently directed its efforts toward meeting the needs of a nontraditional student
population that has had very limited opportunities for higher education. In its educational programs, support
services, studies, and data collection, the college has demonstrated a desire to "do what it says it will do"
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( Hegerty, 1983 ) and tube faithful to its reason for being an institution of highereducationthat is. to open doors
for Hispanics to become productive citizens, members of the labor force, and parents of the next generation.
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Balancing Quality and Access:
Some Principles of Good Practice

for Electronically Offered
Higher Education Degree and

Certificate Programs

Sally Johnstone

The phenomenal growth in distance learning programs has renewed interest around the country in how to ensure
that higher education programs delivered via telecommunications are of good quality. Up to now, there has been
nothing to guide the review of electronically offered programs from any relevant perspective. That is, neither
the state agency responsible for regulations, the regional accrediting community. institutions interested in
developing programs for electronic delivery, nor, most importantly, students curious about the possibility of
pursuing educational goals via telecommunications have had any way to judge the quality of programs offered
ia telecommunications technologies.

The efficacy of learning via technology is not itself in question. Research and evaluation studies have
consistently demonstrated that the achievement and satisfaction of students who learn via technology equal
those of students in regular classrooms. Instead, the quality concern focuses on issues related to student support
and to program i ntegrity--Wi II students in "v irtoal" learning situations be isolated, with no semblance of human
contact with their instructors'? How can effective auvising and academic support serv ices be provided to distance
learning students? How can students in such programs be sure that their learning experiences will equal those
on campuses and that their degrees w ill be seen as equivalent to a traditionally delivered degree program?

These and other concerns hat e been repeatedly expressed in recent years by:

state higher education regulatory agencies, m, hich have the responsibility for ensuring that citizens
of their sti.tes have access to quality education:

regional higher education accrediting associations, vk hich are only- now beginning to address the need
or standards that specifically address electronically delivered education (until very recently. only the

Southern Association of Colleges and Schools has developed standards for distance learning);

higher education institutions, A hich are being pressured from within as technology and distance
learning move from the fringes tow ard the center of the educatonal enterprise: and

prospective students, for \ hom the convenience of distance deli% ery is appealing. but who worry that
the education they might receive v fa telecommunications will not he seen as equal to a traditionally
delivered degree prooram.

A number of groups are now leading regional and national efforts to dev elop "standards" or "principles" to
pro% ide a common framew ork and common language to address quality. These groups include the regional
higher education accrediting associations' Task Force on Distance Learning and The Alliance, a group formed
hy the American Council on Education, as well as WICHE's Western Cooperative for Educational Telecom-
munications. The Western Cooperative's Principles of Good Practice for Electronically Offered Degree and
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Certificate Programs, now in final form, are based on research on state policies governing interstate program
delivery and on extensive reviews, discussions, and comments by higher education leaders in the West. The
Principles are the most important outcome of the Western Cooperative's FIPSE-funded project, "Balancing
Quality and Access: Reducing State Policy Barriers to Electronically Delivered Higher Education." During the
project's final year, staff will work with state higher education agencies to help them incorporate the Principles
into state policies.

The Principles of Good Practke have so far been endorsed by the Colorado Commission of Higher Education,
the South Dakota Board of Regents, the Montana University System, and the New Mexico Commission of
Higher Education. In Alaska, the systemwide Academic Council plans to use the Principles in its Learning
Cooperative rule book. Washington State is incorporating the Principles into its Guidelines for Program
Planning, Approval, and Review for Four-Year Public Institutions. In addition, the Western Legislators'
Conference passed a resolution in October, encouraging western states to consider adopting the Principles as
the basis for in-state assessments.

We recognize that these Principlesor any "principles- or even "standards--are not the final answer on the
issue of quality. They provide only a framework for developing the real policies that must emerge from and
reflect specific environments. We also know that it is impossible to regulate many types of elftctronically
delivered education programs: there is no way to predict the location of a student studying over the Internet, for
example. However much state regulatory agencies would like to control the operation of education that "takes
place" within their boundaries, in reality they have no way to stop unscrupulous providers or those with poor
quality programs from offering such programs within their state.

Nevertheless, we believe that the Principles of Good Practice for Electronically Offered Academic Degree and
Certificate Programs can be of genuine assistance in addressing the quality issuenot only in the West, but
nationally.

State higher education regulatory agencies and boards. State higher education offices in several
Western states have already committed themselves to using the Principles in their review of electroni-
cally delivered programs proposed by in-state providers. We hope in the near future to see widespread
agreement to follow this practice. The next step will be to encourage the development of reciprocal
agreements whereby any receiving state could rely on a home state's review to ensure quality. Such
agreements would, in turn, benefit program providers by ensuring that they would no longer have to
meet the disparate requirements of fifty states' regulations.

Regional accrediting associations. Accreditation continues to be an important benchmark for
educational quality. It is therefore significant that the accrediting community has agreed to use the
Principles as at least the basis for standards being developed to address distance learning. As of
December. the boards of the North Central Association's Commission on Institutions of Higher
Education and the junior college division of the Western Association of Schools and Colleges have
specifically endorsed the Principles and will use them verbatim in their handbooks of accreditation.

Higher education institutions. As colleges and universities move to make programs available beyond
their campuses. they are being pressured both by external and internal forces to rethink the role of
technology and to develop policies that address issues such as instructional design, faculty-student
interaction, and student support services. While they do not in themselves constitute policy, the
Principles identify the areas that are crucial to address in policy development. In essence, the Principles
offer institutions the basic guidelines for self-regulation. Moreover, for propriety schools, the Principles
offer a way to achieve a kind of "seal of approval." Schools that can demonstrate how the Principles are
inipleinented in their programs will be able to advertise this fact and to attract students on this basis.

Prospective students. Empowering the learner is, finally, the only real way to ensure quality in higher
education programs delivered via technology. In this regard. the Principles are intended to help
prospective students identify what questions to ask of provider institutions. It will be up to students to
ask these questions and to make sure they are satisfied with the answers. Recognizing the importance
ot empowering students. the Western Cooperative will also develop and disseminate a brochure that
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Principles of Good Practice for Electronically Offered Academic
Degree and Certificate Programs

Preamble

These Principles are the product of a Western Cooperative for Educational Telecommunications project. Balancing Quality and
Access: Reducing State Policy Barriers to Electronically Delivered Higher Education Programs. The three-year project. supported
by the U.S. Department of Education's Fund for the Improvement of Postsecondary Education, is designed to foster an interstate
environment that encourages the electronic provision of quality higher education programs across state lines. The Principles have
been developed by a group representing the Western states' higher education regulating agencies, higher education institutions,
and the regional accrediting community.

Recognizing that the context for learning in our society is undergoing profound changes, those charged with developing the
Principles have tried not to tie them to or compare them to traditional campus structures. The Principles are also designed to be
sufficiently flexible that institutions offering a range of programsfrom graduate degrees to certificateswill find them useful.

Several assumptions form the basis for these Principles:

The electronically offered program is provided by or through an institution that is accredited by a nationally recognized
accrediting body.

The institution's programs holding specialized accreditation meet the same requirements when offered electronically.

The "institution" may be a traditional higher education institution, a consortium of such institutions, or another type of
organization or entity.

These Principles address programs rather than individual courses.

It is the institution's responsibility to review educational programs it provides via technology in terms of its own internally applied
definitions of these Principles.

Principles of Good Practice for Electronically Offered Academic Degree and Certificate Programs

Curriculum and Instruction

Each program of study results in learning outcomes appro-
priate to the rigor and breadth of the degree or certificate
awarded

An electronically offered degree or certificate program is
coherent and complete

The program provides for appropriate real-time or de-
layed interaction between faculty arid students and among
students

Qualified faculty provide appropriate oversight of the pro-
gram electronically offered.

Institutional Context and Commitment Role and Mission

The program is consistent with the institution's role and
mission

Review and approval processes ensure the appropriate-
ness of the technology being used to meet the program's
objectives.

Faculty Support

The program provides faculty support services specifically
related to teaching via an electronic system.

The program provides training for faculty who teach via the
use of technology

Resources for Learning

The program ensures that appropriate learning resources
are available lo students

a

Students and Student Services

The program provides students with clear, complete. and timely
information on the curriculum, course and degree require-
ments, nature of faculty/student interaction, assumptions about
technological competence and skills, technical equipment re-
quirements. availability of academic support services and finan-
cial aid resou. ces, and costs and payment policies.

Enrolled students have reasonable and adequate access to the
range of student services appropriate to support their learning.

Accepted students have the background, knowledge. and
technical skills needed to undertake the program.

Advertising, recruiting, and admissions materials clearly and
accurately represent the program and the services available.

Commitment to Support

Policies for faculty evaluation include appropriate consider-
ation of teaching and scholarly activities related to electroni-
cally offered programs.

The institution demonstrates a commitment to ongoing sup-
port, both financial and technical, and to continuation of the
program for a period sufficient to encble students to com-
plete a degree/certificate.

Evaluation and Assessment

The institution evaluates the program's educational effec-
tiveness. including assessments of student learning out-
comes, student retention, and student and faculty satisfac-
tion. Students have access to such program evaluation data.

The institution provides for assessment and documentation
of student achievement in each course arid at completion of
the program.

25-
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highlights the Principles as well as another publication of case studies of the approaches taken by a
variety of institutions to implementing the Principles in a range of educational programs. The Principles
of Good Practice are an important starting point in ensuring students that educational programming
delivered to their homes and work places delivers the quality they are entitled to expect.

The Principles of Good Practice have emerged from a vestern regional project and they are beginning to take
hold in western states. Notwithstanding their regional origins. however, vve believe that the Principles of Good
Practice may become the basis for national agreement on the "standards'. for programs offered electronically.
It now seems possible that they may eventually providein most cases. for the first timea basis for assessing
the quality of electronically offered programs.

Johmtone is Director I it the it' cAtern Cooperialve lor Edu«thimal Telecommunii HimIder.
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Developing an
Inter-institutional Agreement
to Deliver Library Services

to Distance Education
Graduate Students

Harold A. Shaffer
Sherrill Weaver

Walden University was commended in a recent NCA accreditation report for its program of library services.
identifying its services as an institutional strength. A unique feature of this prograni of library services is that
it is provided under an inter-institutional agreement with Indiana University Libraries-Bloomington (I UL-B).
Indiana University-Bloomington (IUB) is the location of Walden University's annual summer session and of
one of its 1994 NCA site team visits. This brief history of the development of the agreement will provide a
background for discussion about three key issues in inter-institutional agreements: libraries for learners,
agreements for innovation, and contracts for mutual benefits.

Introduction: History of the Indiana/Walden Model

Walden University and Indiana Univeisity Bloomington (IUB) Libraries first signed an inter-institutional
agreement for the provision of library services to Walden University students and faculty during their summer
residence on the IUB campus in 1992. Current residential summer session services include full circulation
services at all campuses of Indiana University as well as the establishment of the "Walden Library in the
residence hall library of Read Center. home to most Walden University students and faculty during their summer
session. The Walden Library houses a fourteen station CD-ROM LAN that extends the electronic resources of
the IUB Graduate Library LAN to the Read Center. Other summer session services include holding books and
articles on reserve, offering a fee-based document delivery, and providing database search instruction, all of
which are available to Walden University students fifteen hours each day of the three-week residency.

Since 1993, the agreement has been expanded to provide year-round as well as summer session services through
the Walden University Library Liaison's ( WULL) office located on the IUB campus. These year-round services
include toll-free telephone. E-mail, and fax access to reference and search support provided by the Library
Liaison and Library Services Coordinator in addition to a fee-based document delivery service provided by the
IUL-B Document Delivery Service (DDS) unit.

In the past yiar, the terms of the inter-institutional agreement have been changed in response to electronic
delivery initiatives by Walden University. The Walden University Library Liaison has assisted Walden
University in planning and implementing access to electronic databases and online database search instruction
via the Walden Information Network (WIN).

The evolving inter-institutional agreement reflects the increased scope and costs ot the library services program
that IUL-B Access Services Department has developed under contract to Walden University. These increases
have been negotiated annually based on the educational mission shared by both institutions.

01
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Issue One: Libraries for Learners

Successful library set-vices for adults must focus on the unique needs and experiences of those learners. That

means that the library services must be

designed to support the university's mission of serving adult learners and to assist in the achievement of the
educational objectives of programs as delineated by the learning outcomes in the university's curriculum. To
this end, the university develops its learning resource services in much the same fashion as corporate/special
library/information centers within business and government. Owing to the structured nature of the curriculum
and the professional nature of most course offerings, learning resource services are highly specialized, relying
on a coordinated mixture of online database searching and a well-selected periodical collection. (Gartenand

Hartwell, 117)

The research needs of Walden University students are met with the same mix of human, computer, and print
ingredients as noted above, but the mix is created by students who draw on resources not from one institution
but from two: 1UL-B and Vv alden University. This inter-institutional mix is made possible by the preparation
at 1UL-B for the integration of its library services into its own adult learner information environment.

In an increasingly more complex information environment, the research library will be expected to be more
directly integrated into the teaching/learning role of the university and to provide instructional support in the
classroom and through information system design. The student population will be increasingly characterized
by part-time and older individuals, and there will be an expanding focus on distance education and lifelong
learning. (Neal and Steele, 84)

The information infrastructure on which the Indiana/Walden model for library services has been built has itself
been planned for a changing student population at Indiana University. Thus, the IUL-B and Walden University
agreement is successful because both institutions increasingly share a similar student population. To the extent
that both institutions recognize and relate their program of library services to this adult learner population, the
model will continue to evolve in ways that provide educational benefits to both universities.

Issue Two: Agreements for Innovation

In order to create a successful inter-institutional agreement, both universities must not only understand how their
missions and students are alike. but must also understand how they are different. The differences between
institutions are reflected in organizational norms.

In the past, nontraditional and often entrepreneurial-type education has been viewed with suspicion by library
administrators. This has been true when those institutions gave appearances of using others' resources with
little thought of quid pro quo. Today there is growing evidence that traditional and nontraditional
entrepreneurial-type institutions can coexist and mutually benefit each other. We must first recognize that the
traditional student is no longer the norm and that a group of culturally unique, nontraditional institutions have
arisen that are meeting concretely the needs of both working adults and those students who want an education
but not under the time and location constraints imposed by more traditional institutions. Library administra-
tors within traditional academic institutions need to see these programs not as threats to their own institutional
models but as unique challenges to greater innovation within their own institutions and libraries. (Garten and

Hartwell. 123 )

These organizational di fTerences must be kept in mind by the institutional leaders responsible for reaching an
understanding that can be embodied in a document to which both can agree. While similarities give institutions
cause to cooperate, differences give them opportunities for mutual benefit from innovation that brings
nontraditional strengths to traditional institutions and vice-versa. To take advantage of these benefits, university
library leaders need to be prepared to adapt to nontraditional organizational structures: "the research library
must he able to respond quickly and effectively to the changing environment. Effective response to opportu-
nities requires mobility and less rigidity in organitation- (Neal and Steele, 83). The mobility and adaptability
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that characterize many nontraditional institutions can become attributes of traditional university libraries
through the experience of the partnership.

Issue Three: Contracts for Mutual Benefits

The Indiana/Walden model is a good example of how similarities as well as differences can be the basis for a
mutually beneficial agreement. For Walden University, "the main advantage of the agreement was a uniform
program of access and delivery of research resources to a student body that was scattered throughout the USA
and met only during dispersed residency summer sessions" while for Indiana University Libraries-Bloomington"
the agreement offered the opportunity to dev clop an in-house pilot program, with external funding, for offering
distance education library suppoct" (Weaver and Shaffer, 20). These were the intended contributions and
benefits embodied in the first memorandum of understanding signed by the two universities.

Contracts or memoranda that document inter-institutional nreements ought to detail the contributions of both
institutions in order to be fair to each.

One avenue for dealing with the controversial issue of fair use of traditional university-based libraries by
entrepreneurial universities is the development of formal contractual arrangements. Essential to developing
formal contractual arrangements are fee-based structures. Well-thought-out fee-based structures ensure that
there will be equitable and satisfactory remuneration for the services to be delivered by the traditional
university-based libraries to the entrepreneurial university libraries. (Garten and Hartwell, 120)

The agreement between IUL-B and Walden University is based on a memorandum of understanding that covers
both the residential summer session and remote year-round library services. The ongoing challenge to both
universities has been to assess accurately and equitably the costs and benefits of the entire program. A fair cost-
benefit balance is not an easy one to reach especially since so many library costs are hidden in an infrastructure
which is ready a matrix of services. For this reason, institutions should consider carefully their criteria for an
equitable contract.

Appreciating Virtual and Veritable, Virtuoso and Virtuous Libraries

In the dispersed residency model around which the Walden University curriculum is created, library services
must be adaptable to both the learning and living environment of the adult learner. Through most of the year,
those environments are the same. So, electronic databases, online workshops in search techniques, home-
deli very of loaned books and photocopied articles, as well as E-mail, phone. and fax reference services, can be
accessed by students from their homes. Walden University students, however, also attend summer sessions.
which means planning and delivering face-to-face services in a traditional on-campus learning and living
environment. Conveniently, "the veritable ( true or physical) library for intensive on-site summer sessions and
the virtual library to support extensive off-site independent study are both created within the present fill -B
information environment" ( Barsun and Weaver). An understanding of the relationship between the virtual
library and the veritable library is essential to developing an understanding of the costs and benefits of an
agreement for library serv ices between a university library and an institution without a library.

Cwperation among libraries in combination with expanding information availability through electronic
strategies has encouraged the concept of the virtual library, that is. the ability to provide access to information
regardless of its location and with reduced reliance on local ownership. The virtual library will become real only
if both the s irtuoso library, that is. the library with the experience, expertise and resources to acquire research
materials, and the virtuous library, that is. the library with the ability and interest in making these research
resources as amiable to faculty and students at other institutions, are able to thrive. (Neal and Steele. g6i

Not all libraries are virtuoso as well as virtuous. But within many libraries there exist a few committed and live
leaders willing to bring staff members interested in innovation together with distance educators. The
commitment by even a small group of the virtuoso and virtuous can create an environment of cooperation.
members of small group. w ith strong leadership. ca., effect organizational change. Both library leaders and
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distance educators need to understand that "small-group collaboration is essential to real and effective
empowerment. The organization must promote and support unit-level and inter-unit discussion of improve-
ments to increase the effectiveness and efficiency of services and operations" (Neal and Steele, 84). The success
of the Indiana/Walden model rests on the commitment of the IUL-B Access Services department team in
bringing circulation, document delivery, administrative services, contract management, and program manage-
ment functions together in an environment of innovation supported by the 1UL-B administration.
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Contractual Relationships for
Educational Programs:

The High Road

Joseph C. Ernst, Jr.

Park College is synonymous with quality traditional programs on the home campus and in nontraditional college
education on US Armed Forces installations throughout the United States. Since 1972, Park College has
successfully competed contractually with other colleges and universities for the opportunity to enhance the
education of airmen, soldiers, sailors, and marines. Several of our graduates can be found in the general officer
and senior enlisted ranks or in top leadership roles in civilian industry.

In the Beginning. The military services established civilian educational goals for their officer and enlisted
corps to ensure that 2Ist Century leadership and technology could be effectively and efficiently applied.
Most installations have an Education Services Officer (ES0); Chief. Education and Military Training; or
Education Services Specialist.

Educational Program Initiation Process. The ESO initiates a -needs assessment survey" among his or her
constituents to identify a market for a college program. The survey and subsequent assessments identify
specific requirements and resources on the military installation. If the ESO decides that the most effective
method of delivery is inviting colleges to establish a Center on the installation, he or she invites Request For
Proposals (REP). fiom known institutions by telephone and/or mail.

Institutional Proposal. The Request for Proposal (REP). or outline of what the contractual party is looking
for, arrives at the institution. It is necessary to follow each descriptive section in II le REP with a succinct
explanation of how the institution will performlo the specification. Also, the RFP should include the mission
statement. goals. degree offerings. costs. staffing, and administrative requirements. The institution must
meet any imposed deadline stated in the RFP. Requests for extensions are generally ignored. You must
address the proposal exactly as prescribed in the REP or suffer the consequences. Use Federal Express.
United Parcel Service (UPS) or Roadway Package System (RPS) to deliver your proposal and obtain the
dated receipt of delivery, along with the signature of the addressee.

Criteria for Selection. Generally. . selection as a provider of educational programs is based on:

Ability to perform the gis en service

Cost (tuition)

Accreditation and State Appio% al

Acceptance of an elaborate inspection process

Flexibility 10 "gie hack" to the military community

Reputation. The military is looking for accelerated programs v. ith semesters or terms nine weeks in
duration, built-in ability to meet the demanding schedules of service members, the home campus infrastruc-
ture to support five terms per year at each established Center, and a proven track record. In Park College's
case, credibility is enhanced hy identify ing graduates w ho later became general officers and command
sergeants major. It is difficult to ignore success!
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Cost. The military subsidizes tuition by typically paying 75% of the cost. The cheaper the tuition, the further
the subsidies go.

Accreditation and State Approval. Accreditation and ability to obtain state licensure are minimal criteria
for all who bid on the contracts.

Inspections. The Air Force calls its process, "Quality Education System" (QES); the Army. Navy, and
Marines have -Military Installation Voluntary Education Review" (MIVER). These inspections are four-
day intensive reviews of administrative and academic performance. These external examinations are in
addition to an institution's own internal quality control procedures and those inspections conducted by the
state, Veterans Administration, and regional accrediting bodies.

Flexibility. The military service expects institutions to -give back"...have a spirit of community. Park
College awards a 30 credit hour scholarship to a military family member at each Center; and two nine
semester-hour McAfee Library Scholarships to active duty Air Force personnel or their families at our Air
Force Centers. Park College pioneered the concept of returning 2% of tuition revenue generated at each site
to installation libraries for the purchase of books, periodicals. CD-ROM, computers, and related resource
materials.

You Won!

The contractual relationship is currently developed in a negotiated Memorandum of Understanding ( MOU ) or
Memorandum of Agreement ( MOA ). In the future, comprehensive solicitations followed by detailed, competi-
tively bid contracts will he the standard. This move, as seen by the military, ensures greater control over
educational services and "locks in- tuition rates and related costs.

Once an institution's proposal is accepted. the institution's CEO will be asked to sign an MOU/M0A/Contract,
review the material thoroughly. and obtain legal advice, if necessary. Do not be surprised if the contractual party
awards lower division courses to one institution, upper division courses to another, and graduate level courses
to still another. The selected colleges are partners. not competitors. Work together to ensure all schedules
complement one another. The contractual party is interested in the synergy effectwhat the team produces.

Highlights of the Contractual/MOU/MOA Agreement

Generally, the following clauses are found:

Responsibilities. The document spells out who is responsible for services and support. For instance, if
the institution's intent is to have utility costs shared, but is not described in the contractual language.
the contractual party generally has the legal protection. not the institution. In other words, the institution
will be responsible for supplying the full utility service.

Financial Services. This describes how the students are going to pay for their share of the tuition. It also
identifies the financial reports the post-secondary institution must furnish or make available for
inspection.

Administrative Services. This describes office and classroom space. It delineates which fees will be
assessed, and describes who pays in each separate area.

Class Size, Format, and Scheduling. This describes the minimum number of students each course
must have to meet the educational institution's financial investment and addresses term/semester length
and other unusual features, like mediated distance learning, to meet contractual party expectations.
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Personnel Administration. Identities minimum qualifications of the educational institution's staff and
faculty, and requires a series of solid regulations and procedures to govern those employees.

Quality Assurance. This section will specify the conditions under which the ESO or designee can visit
the classrooms, inspect records, and conduct audits a d inspections. Each institution will be required
to furnish the institution's written Quality Control Program and a quality assurance plan checklist
patterned after the requirements of the written agreement.

Focus on Criterion FiveIntegrity

Ethical issues often emerge from conflict. if let go that far! The key to success is to possess the flexibility to
accept criticism and implement changes. It is having the moral courage to make a self-analysis, recognize
weaknesses, and then do something about them. Do not wait for the conflict that will certainly come.

In the contractual arena, here are a few common ethical issues:

False or Misleading Advertising. Has your institution reported that you are "VA approved?" The
Veterans Administration might take umbrage. Have you advertised that North Central approved specific
courses or programs'? Take a look at pages 160-161 in the Handbook of Accreditation, /994-96. Does
the institution advertise that the military or a specific service has approved the institution? All of these
examples are unacceptable. Ignorance of the rules is not an excuse: the lack of enfOrcement is not
justification for continuing to violate the rules. Park College has centralized the approval process for
advertising to ensure legal and ethical compliance.

Quality Assurance Program. Does the institution have a written quality control procedure'? Is it used'?
If not, the contractual party will apply its own. This is false economy and the institution will he out of
the business of contracting for educational programs. Park College has a staff assistance team that
conducts site visits to make certain that quality control procedures are exercised.

Misrepresentation and Deception. When the contractual party's inspection team arrives, are the staff
candid and approach the process in an open, "tell me how to do it better," manner? Park College prepares
an extensive self-study fOr each visit that assesses the strengths and weaknesses of the academic program
and outlines the plan to make further quality improvements.

Oversight Processes. Does the institution have a procedure to detect problems in educational delivery'?
Park College requires that every course be evaluated, in writing, by the students. Each time new faculty
begin their first courses, they are evaluated by an on-site Academic Director and annually thereafter.
New faculty prepare their own assessments of the course and, together with the student surveys and
Academic Director evaluation. the material is reviewed by the Center Administrator and then forwarded
with comment to home campus for review by Program Coordinators (seasoned full-time faculty in that
particular discipline). The data are also evaluated by the Director of Site Operations and Quality'
Assurance and the Vice President for the School of Fxtended Learning.

There is tangible el. idence of this oversight process:

Documented cases of faculty not teaching for Park College again.

Faculty placed on probation and required to repeat the entire new faculty evaluation process.

Faculty released from their contract before the term is completed and the students re-enrolled in
the same course. with a different faculty . at no further expense to the students.
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Ethics In All Our Relationships

The value of integrity drik es the ethical conduct of Park College employees and associates. The College stakes
its reputation on adherence to the highest ethical standards, which surpass the letter of the law or contractual
party's established criteria. Honor has almost extinguished itself from the plains of America. It is up to
institutions of higher learning to reignite the guiding light of righteousness and abide by the principle of. "do
the right thing.-

Joseph C. I:my es Ihrector ol Site Operations and (health. ..Issurance. Se hoed lar Estended Learnin,Q. Park

Cetllege. inc. M).
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Burnout in Context:
A Liberal Arts College Explores the

Nature and Consequences of
Faculty Burnout

Timothy Fuller
Suzanne Tregarthen

Introduction

In the initial stage of its self-study process, the assessment committee at Colorado College collected evidence
that verified what many faculty already knew: that burnout is a crucial issue affecting the faculty at the College.
The committee was concerned about faculty burnout since it is a factor that could adversely affect the quality
of teaching and learning at the College. In a report to the college's Board of Trustees presented on March 10,
1995. the committee noted that faculty who reported burnout were less likely to engage in activities that enhance
the teaching and learning atmosphere at the college and that they were more likely than their peers to consider
early retirement from the college or from academe altogether. In addition, the committee reported that distinct
demographic characteristics of affected faculty indicate that the work environment at Colorado College may
hinder the development of certain groups of faculty. These two broad generalizations regarding faculty burnout
led the committee to recommend that "serious attention" be given to the issue in the "immediate future."

Since that time, the committee has undertaken several studies to learn more about faculty burnout. It searched
education and business periodical indices to gather published studies relating to burnout in general and
specifically to its manifestation ii educators. It has obtained data from the Higher Education Research Institute
( HERO, which has enabied it to compare faculty attitudes at Colorado College with the attitudes of faculty from
a consortium of ten other highly-selective schools, and it has held a focus group of those Colorado College
faculty who identify themselves as dissatisfied with the teaching and learning environment at the College. Ti iese
steps enabled the committee to present a clearer picture of the nature and consequenk.cs of faculty burnout to
the Board of Trustees at its June 1995 meeting. Specifically, the committee was able to do the following:

define the phenomenon of burnout:

articulate the role burnout plays in faculty attitudes and activities:

compare, in a very limited way. the work environment at Colorado College with that at a consortium
of similar colleges,

form some hypotheses regarding the causes and omsequences of burnout at Colorado College; and

chart a path for future research on faculty burnout.

Institutional Profile

Colorado College is an independent liberal arts college, located in a residential section of Colorado Springs. a
community of 400.000 people. The College enrolls an average of 1,900 undergraduate students, of whom
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approximately halt are w (nnen and half are men. The College grants the Bachelor of Arts degree and the Master

of Arts in teaching.

A distinguishing feature of Colorado College is the Block Plan, a system implemented in 1970 and developed
:Ind refined since then. The Block Plan divides the academic year into eight three-and-a-half week segments or
"blocks." Students typically take one block it a time, and faculty teach one. (Each block is equivalent to four
hours of credit wider a traditional semester system.) Variations of the plan include courses lasting more than
one block and wan. :aught blocks. Generally, students complete eight blocks per academic year.

There are several especially important instructional features of the Block Plan. First, courses do not place competing

demands on students, thus, they are able to give their full attention to each course they take, without "time-stealing"
from other courses. Each class day is extremely important. One result is that there is a very high level of class
attendance. In addition, class sizes are kept small:there is a limit of 25 students per class, with a practical average class

size of approximately 13 students. Class time is unregulated by rigid schedules, and instructors are free to organize
the blocks in a variety of ways: under this system. lectures are used less frequently than under other systems, and
seminar discussions, active laboratories, and field experiences are used more frequently.

s.!ssment committee documented strong es idence that the Block Pian is and will continue to be an

os erwhelmingly satisfactory format for teaching and learning. However, the plan presents challenging
pro.vlems to the College's faculty. who must balance the demands of an intense teaching schedule with their
recarch interests and personal lis es.

Di-fining Burnout

.An anal} Nis of the responses collected on the assessment committee's 1994 Faculty Survey indicates a strong
correlation how een survey question 25. "How much stress do you feel you have experienced over the last two
years?" and survey question 64e. which asks the degree to which the respondent agrees with the following
statement: "The Block Plan causes exhaustion and burnout for me." Twenty-seven percent of the faculty
respondents indicated that the stress they had experienced ON er the last two years had been "Extremely high.-

h le 52 percent indicated that it had been "Somewhat high." Fifty-eight percent of the faculty reported burnout,
20 percent indicating that they 'Strongly agree" w ith statement 6-fc and 3g percent indicating that they

-agree.-

Although a strong correlation exists between those ssho indicated that they experienced stress and those who

agreed w ith the burnout question, the assessment committee sought to distinguish between these two
phenomena. "Stress" refers to a phy sical, mental, and/or emotional response to a factor that upsets an

s equiiihrium. Many such factors inay interfere in the life of a faculty member. HEM identifies the
follow ing potential sources of stress: household responsibilities, child care, care of elderly parent, physical
health, rex iew /promotion process. subtle discrimination, personal finances, committee work, faculty meetings.
colleagues, students, research or publishing demands, institutional procedures and "red tape." teaching load.

children's problems. marital friction, time pressure.. and lack of personal time. On its 1994 Faculty Survey, the
assessment committee listed each of the HERI"stressors" and included one additional potential source of stress:

the College's Block Plan calendar. While one or many of these factors may cause stress at any given time, the

pity sical/emotional/mental response. conceptualized as "stress.- is assumed to be temporary.

Burnout, on the other hand, is conceptualized as a chronic inability to deal with stress. This inability may be a

result ot an mill% s internal emotional dy namic or it may result front factors external to the individuals
personalit:.. such as the presence of some underlying. ongoing source of stress (e.g.. chronic health problems.

or long-term friction xx ith a close colleague. such as one in a faculty member's own department). or it may result

rom the presence of multipk. stressors iI one time. It stress is conceptualized as a point-in-time disequilibrium,
ith a relativ ely quick return to it comfortable equilibrium, then burnout may he conceptualized as a chronic

iii xx hia a comfortable equilibrium no longer seems possible. For the purposes of its stud) the
.issessineni committee considered "burnout.- "stress,- and Tho stress- as points along a continuum. \Atilt no clear

div tiling line het ween stress and hurnout
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Recent literature points to three critical components of joh-related burnout:

Emotional Exhaustion: A feelimig of being drained or sapped of emotional energy:

Depersonalization: Negatke. ,:old or emotionally distant feelings toVards clients and/oi coykorkers:
and

lam Personal Accomplishment: The feeling ol being unable to accomplish important goals.

-rhese three ey imponenis tip ill-related burnout has e been silos.; n to has e significance in prof essions emphasu-
ing interpersonal relationships. such as medicine and education.

Role of Burnout in Faculty Attitudes and Productivity

In its prelinunary report to the College Board ol Trustees. the assessment committee identified se\ eral
attitudinal and behas ioral characteristics that yy ere strongly associated \Y ith a positke response ("agree'. or
"strongly agree-) on the burnout question. An obstacle the committee laced in interpreting these results vy as the

role of hurnout s ith mespect to these attitudes and behasiors. These---and other results since analyied by the
committee nosk inaY he understood as rellechc of the nature of burnout in general. and. specif ically, the three
components of burnout as described abosc.

l'sing an e \ten,.15C array of instruments. including its ossrl ,q1rsey s. 1992 surY ey es idence from the 1-1E12l and
focus group analy sis. the assessment committee concluded that all three components of joh-related burnoutare

obsersed in those faculty reporting burnout at Colorado College. Faculty articulated the feeling of emotional
ethaustion in open-ended questions on the 1994 Faculty Stirs ey and in a focus group facilitated by a private
consultant. Faculty esperiencing burnout %%ere more likel y. to demonstrate vcithdraks al from interaction \kith
their peers. They Y1/4 cre also more likely to hay e !legato. e attitudes about students. Finally. faculty esperieneing
burnout Y\ ere more likely than their peers to feel frustrated in their ability to accomplish important teaching and
research goals. The degree to sk hich these three components of joh-related burnout influences the teaching and
learning ens ironment at Colorado College is an important issue for the assessment committee.

Burnout in Context

The assessment committee does not hay e tliCC to data regarding faculk bum now at other campuses. h eannot.
therefore, compare the ley ef ot burnout at Colorado College to the les el 01 buinout at any other educational
institution. Thus. the committee Ma \ not make conclusions about Y\ hether the degree of hum nom esperienced
at Colorado College ma \ he considered normal.

The COMIIIIIICC does. hosk eY er. possess kLito that enable ii ii inaly c the icsearch and teaching at:tis mes ol
faculty esperiencing burnout, the research and teaching actis ities ol facult y at Colorado College ersus facult
at a consortium]; ol ten other highly selectisc pis atc collcgcs. and tlic pies alenc.c of sties, at Coloi ado College
and the -Consortium 10- colleges. These data seie poi% ided by

Faculty Productivity

On the 1994 Cohn ado College I acultY Sm Ye \ icspondeins stciu asked hi indicate the number of amcles. hoos.
and other research projects they had published in the pre \ ious three years. The assessment committee anal ied
these' data In the conic st if lakult bin Intuit and detconmed the tls erage numhei of research sk mirks published b
each category of faculfs on the burnout scale 1 he committee obser \ es that IA Inle faculty reporting burnout
V.CR' More hkel . to feel inc.ipable of their research thesc Li.. ult \ did not in fact pioduce less
icse.iich than f it. iihiy ho did not iciunf burnout

Furthermore. the c onunittce obsemy es that ielat;s to then pecis ii the Consoitium lii olleves. Colorado
ollege {acuity . as .1 shille. pioduced a wiiiparable les el ot rescar.h. I his is despite the Lai that Colorado
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College faculty were less likely than Consortium 10 faculty to indicate that their primary interest "leans toward-
research or hes "very heavily" in research.

With respect to teaching. the committee found that the number of courses taught by faculty experiencing burnout
is rellectiv e of the faculty as a whole. The average number of blocks taught by faculty who responded positively

to the burnout question ton the 1994 Colorado College Faculty Survey) was 5.9. It was the same for those who

responded negativ ely to that question. Thus, burnout does not appear to negatively influence the number of
blocks taught by a faculty member.

The 1992 HERI surv ey enables the committee to compare the number of undergraduate courses taught by
Colorado ('ollege faculty with the number taught by Consortium I() faculty. Relative to their peers at the
Consortium 10 colleges. Colorado College faculty. on average, teach more classes at the undergraduate level.
These classes include general education courses and other BA or BS undergraduate credit courses.

In summary , the assessment committee concludes that compared with their peers at the Consortium 10 colleges.
Coloi ado College faculty produce a comparable level of research and teach more. Within Colorado College.
faculty experiencing burnout teach as many classes as those who were not experiencing burnout, and do not
appear to he negativ ely hampered in their actual research production.

Stress

Nearly all of the Colorado College and Consortium 10 faculty surveyed by HERI in 1992 indicated that the

amount of stress they had experienced during the previous two years was extreme or moderate. At Colorado

College. 95 percent of the faculty reported extreme or moderate stress: at the Consortium 10 colleges, 90 percent
reported such stress. Both populations reported stress from the same sources. At Colorado College the top five
"stressors." i.e., those the highest percentage of faculty reported as a "source" of stress were, respectively: lack
of personal life, time pressures, teaching load, household responsibilities, and colleagues. Faculty at the
Consortium 10 colleges ranked a similar list as their greatest stressors. The top five stressors reported by these
faculty were. respectiv ely: time pressures. lack of a personal life, household responsibilities, teaching load, and
research or publishing demands (colleagues ranked sixth on this list ).

Preliminary Conclusions Regarding Burnout

The assessment committee concludes that ev idence from the 1994 Colorado College Faculty Surv ey. the 1992 HER!
laculty survey results front Colorado College and the Consortium 10 colleges. and the focus group facilitated by a
priv ate consultant documents the three components of job-related burnout among the faculty at Colorado College.
These components are as follows: feelings of emotional exhaustion, negative or distant kelings toward colleagues

and students, and a sense of being incapable of meeting important teaching and research goals. The committee also

notes that certain sources of stress appear to be more problematic for Colorado College faculty than they were for the

faculty at the Consortium 10 colleges. The committee has no eV idence. however. that burnout is a greater issue at

Colorado College than it is at the Consortium I 0 colleges.

Burnout does not negatively affect the quantity of research published or the number of courses taught by

Colorado College faculty Nor does it appear to "spill over" to the interaction between faculty and students.
According to data collected by IIER1 in 1994. seniors at Colorado College were more satisfied than their peers

at other pris ate colleges w ith their contact w ith faculty and the quality of instruction they received at their

institution.

Recommendations for Future Research

\ n anal> sis of the demographic characteristics of faculty w ho reported burnout w ill he a critical element in any

long term research on hu. nom at Colorado College. The assessment committee recommends that such an

aridly sps he undertaken and has. in I act. he:!un collecting data from the fligher I ion Research Institute that

4 3
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may prove fruitful for this research. The committee also considers important an analysis of the effect, i any.
of faculty burnout on College staff. Additionally, the committee recognizes the degree to which the timing of
the 1994 Colorado College Faculty Survey may have influenced the responses. This survey was administered
in Block 8 (beginning in early May ). which is considered by many faculty as the time of year when they are most
fatigued. Future research on burnout should consider time of year as a variable in faculty burnout. Finally, the
1994 Colorado College Faculty Survey allows only a "snapshot- of burnout at a single point in time.11 possible.
future research on burnout should be longitudinal in nature, allowing an analysis of longer-term characteristics
of burnout as it relates to the teaching and learning environment at Colorado College.

7up,ot/i I uuer ,, Dean. Colorado College, ctiloctulo Sprasi;%. CU

.Sicanac 1 reizarthen is a Senior Research Asstu nae. Colortulo Cohleo,. ( alsamlo (*().

4.1
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Linking Faculty Governance to
Institutional Priorities

James L. Pence

One of the most challenging tasks of a college is to link the w ork of facult y. committees to institutional planning.

The task master in this enterprise is typically the chief academic officer, who carries leadership responsibility

for creating, sustaining, and assessing those linkages and the outcomes associated with them. During a period

of self-study in preparation for reaccreditation, deans like me are given to thoughtful reflection on the practices

of faculty governance. "Are we demonstrating integrity in our practices and relationships?" is a good question

to be applied to the role of the faculty in defining institutional priorities and fulfilling institutional goals. If the

s,, stem of faculty governance is working. one might argue. the activities of faculty committees and institutional

planning initiatives are brought into a productive congruence. creating a synergy that clearly enhances

institutional effectiveness.

The Contexts

From my perspective, not enough has been vs ritten in higher education literature on the relationship between

faculty governance and effectix e institutional planning. I have found two books useful. Robert Birnbaum' s How

ColhRes Work provides an overview of organizational dynamics and the need for faculty governance systems

that encourage "sense making." not just decision making. Birnbaum's descriptions of typical modek, together

ah his explanation ot the cybernetics of academic organizations and leadership, giv e an insightful perspectiv e

on faculty governance: "Governance is just a process that permits people to work together. If people see some

sense in what they are doing. if they are excited, if they belies e they are making a difference, their governance

system is serving us purpose."

In Strategic Governance. Jack Schuster and colleagues describe "approaches that succe,,sfully blend the

requirements of intelligent strategic planing w ith those of legitimate. participative governance." The authors

use cae studies to analyze attempts of campuses to respond to the "fi wr imperatives- for effective decision-
making: involvement. efficiency. env ironmental responsiv eness. and leadership. They propose a strategic

planning council t SP(' ) model that is "purposefully connected to the normal governance subsystem."

Administrat ely -dris en. externally -responsis c strategic planning processes, they argue. "most of the time are

out of sy nc" s ith faculty -dris en and internally -oriented governance sy stems.

I have also found Peter Senge's ss ork help! ul in challenging my ow n thinking about faculty governance. In The

Filth Ms( tpline and The Filth 1)11( airline Senge describes strategies and tools by which "an

organization can learn." By Senge's definition, most colleges are, ironically, not very effective learning

organizations. They do not manifest the characteristics of organizations deeply committed to "planning as

learning." "Learning in organizations.'" Senge s rites. "means the continuous testing of experience, and the

transformation of that experience into knowledge --accessible to the IA hole organization. and relevant to its core

purpose." Most deans I knos ss ould think they had succeeded in their positions if only they could provide

leadership to create and sustain a faculty governance sy stem that expanded thecapacity of faculty "to hold and

seek a v ision, to reflect and inquire, to build collectis e capabilities, and to understand systems." If Senge's

argument is salid, the scry silts Is ill of college, and tims ersmes rs dependent upon their abilities to function

learning organi/ations. "In the long run." he writes. "the only sustainable sourceof competitive ads antages is

your organization' s ads antage to learn faster than its competition."

4 0
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The Question

"Are we demonstrating integrity in our practices and relationships?" Applying this question to faculty
governance is not a simple task. Faculty committees tend to work their own agendas, turnover or rotation of
terms impedes productivity and continuity,, and faculty are not always inclined to provide unified support for
institutional priorities. As Ehrle and Bennett's study on the role of the chief academic officer in governance
noted, "Securing faculty support for an idea or project can take time and energy completely out of proportion
to the value of the outcome." Given the realities and complexities of campus politics, and in consideration of
the value most faculty place on process as content, effective faculty governance is a critical, albeit illusive,
component of institutional effectiveness.

A Response

For the past three years, my colleagues and I at Wartburg College have attempted to increase the effectiveness
of faculty governance by implementing a system of annual agendas and annual reports designed to link the work
of faculty committees to institutional priorities. Each summer, I prepare a document called the "Academic
Agenda" for distribution at the Fall faculty workshop. The Agenda identifies priorities for faculty committees
and for faculty and administrative positions reporting to me. Specific items for the Agenda are derived from
three sources: I ) the institutional strategic plan; 2) the summer administrative planning retreat; and 3) annual
year-end reports from committees and individuals in my reporting line.

The Agenda is published and disseminated to all faculty prior to the beginning of classes. Broad distribution
of the Agenda helps to foster a climate of open communication and to inform all faculty of the work of all
committees and academic offices for the coming year. Presentation of the Agenda at the Fall workshop provides
a forum for me to emphasize strategic goals, to characterize the challenges ahead of us for the coming year, and
to focus the attention of the faculty on critical issues and key priorities. Committees are invited to modify the
Agenda as they begin their work, responding to internal needs or to external opportunities. They know they are
accountable to prepare a report at the end of the year summarizing what they have accomplished, so they modify
the Agenda carefully.

At faculty meetings, the chairpeople of committees report to the faculty on progress toward completing the goals
identified in the Agenda. Minutes of committee meetings are distributed broadly around campus, and all actions
to be taken by the faculty-as-a-whole are processed through the Faculty Council for placement on the agenda
of faculty meetings. Faculty Council, a group of six faculty elected by their peers to serve with the Dean as the
academic strategic planning body, thereby monitors the flow of information and progress towards achieving
goals set forth in the Academic Agenda.

At the end of the academic year. the chairpeople of the committees submit a report of the year's accomplish-
nients. Reports identify Agenda items that were completed, those that are still in process. those that could not
or should not be completed. and new items that need to be addressed during the subsequent academic year.
Copies of annual reports are also disseminated in the Fall. showing al l faculty what their committees have and
have not accomplished.

The Benefits

Combined with minutes of faculty committee meetings the Academic Agenda and annual reports constitute a
complete historical record of faculty action. The overall goal of this approach to faculty governance is to link
faculty governance to institutional priorities. As we assess the effectiveness of this system in achieving its goal
through the reaccreditation self-study process. we are learning something about institutional effectiveness and
generating patterns of evidence to demonstrate support for several reaccreditation standards. including
Criterion

Relationships with internal constituencies are critical in promoting a healthy. thriving campus community.
I Inking faculty governance to institutional planning and pi itm ities encourages communication and strengthens
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rdationships with internal constituencies. The development, maintenance. and continual assessment ot a

system that creates these linkages is one of the most important leadership duties of the chief academic officer.

Over time, an imestment in building these linkages strengthens the institution itself anti increases capacity for

responding to external challenges. For me. demonstrating integrity in practices and rela,ionships requires this

kind of in% estment.
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Faculty Governance:
A Comprehensive Overhaul

Gary D. Wright

With increasing demands for accountability being made upon institutions of higher learning, faculty governance
structures are feeling the need for higher levels of efThchveness in bringing about institutional improvement and
monitoring institutional integrity. Using recent changes in faculty governance at The Cleveland Institute of
Music (('IM ) as a model, this discussion will suggest ways in which goals for more effective governance within
private institutions of higher education may be identified, along with a methodology for implementation.

A Litmus Test for Existing Governance

The first order of business involves administering a litmus test upon an institution's existing committee
structure, particularly in terms of the openness of communication among faculty. administration, and Trustees.
Of particular interest should he the effectiveness of the institution's decision-making apparatus already in place,
as well as the feedback mechanism that drives institutional improvement. Such an evaluation may be conducted
through an honest response to the following four questions:

. How does the faculty governance structure support the institution's ability to carry out its mission?

2. What is the precise role of the faculk in its relationship w ith the administration. President, and Board
of Trustees!

3. What is the existing faculty comiinttee organi/ation. hom w here was it dem ed, and why w as it
structured this

4. Is the current governance structule meeting the goals that were set for it at inception, and are those goals
the same as those of today?

All of these questions are related. For example. the authority imested in the faculty by the Board (question 2)
drives the creation of the committee flowchart (question 3). Natural and organic changes in the mission
statement over the y ears (question I ) will cause the governance structure to become obsolete if it is not
shepherded through a similar process (question 4 ).

When these four questions were reflected upon hy CIM in 1994. a process was set into motion that resulted in
a comprehensive overhaul of the existing faculty governance infrastructure at CIM. The existing model was not
meeting goals that w ere contemporaneous with the mission of the school, and many faculty legislative initiatives
were disappearing into an administrative "black hole.- There follows a brief encapsulation of the responses to
these questions as they pertain to The Institute:

Faculty Governance and the Mission Statement

With the NCA self-study process well under 1,1,a, in 1994, it was becoming obvious to the Dean and
others that the existing faculty comminee !low chart was hindering the proceks rather than facilitating
it. Being a conservatory of music. The Institute has always had, in its 75 year history, a clear sense of
mission. While Trustees had sem i iii/ed the mission ytatement at a recent Board retreat as a component
of the self study process. similar dialog had not occurred at the faculty level. One deficiency demanding
rect it ication insoled the absence ol key faculty %owes around the table in debate of issues directly at
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the heart of the mission. Indeed the resolution of such issues, or at least frank and open discussion of

them, would be vital to a successful self-study. As an example of shoddy faculty representation, the issue

of "Prep" will serve admirably.
The Institute has, in addition to tertiary programs offered to approximately 325 full-time students in the

conservatory proper, a vital and integral Preparatory and Continuing Education program. The "Prep"

area of CIM services nearly 2,000 studenis ranging from ages three to 70, and boasts a world-renowned

Suzuki training program, along with a Younl, Artist Program that allows gifted young musicians to

enjoy many of the benefits of a conservatory training. The OM mission statement is worded in such a

way that both the conservatory and preparatory areas are -zmbraced. Inherent in The Institute's mission

is the notion of a "seamless conservatory," and a primary goal of the current presidenthas involved their

growing side-by-side along a continuum. This manifests in the philosophy that all students will receive

a professional musical training of the highest caliber, whether they are pursuing a doctoral degree in

performance at the age of 30. or attending a Saturday morning Suzuki lesson at the age of five. Under

the old governance framework, conservatory and preparatory committees were segregated; conserva-

tory issues were dealt with by the conservatory, and preparatory issues likewise. According to the

mission, however, there are no "conservatory- issues; there are only CIM issues.

Faculty/President/Trustee Interaction: Flattening the Hourglass

Faculty governance will not function without a clear mandate from the Presidentand Board of Trustees

as to the scope of faculty responsibility in the decision-making process. The existing mechanisms for

faculty input into nstitutional governance at CIM, put into place in previousdecades, were based upon

the now obsolete model of an upward-flowing "Hourglass- (see Fig. I ), wherein faculty sent
recommendations to the President, who then presented them to the Board.

Figure I-Traddional "Hourglas.s" Model

In this era of heightened accountability, such a model has substantial drawbacks. A more effective model

finds private institutions involving faculty with Board members directly. so that the collective expertise

inherent in such a mix may he brought to bear more forthrightly upon issues at hand. During a decade

of leadership under a visionary president, C I M has experienced a substantial growth in faculty/Board

relations, particularly within the numerous Board committees that enjoy active faculty representation

and participation. This new spirit of cooperation among faculty. President. and Trustees may be likened

to a "roll up the sleeves- round tahle format (see Fig. 2). The hourglass picture that situates the President

as "middle man" between a faculty perceived by the Board as idealistic, and a Board perceived by the

faculty as fiscally draconian, is replaced by an open and honest attempt to face issues squarely by

bringing all guns to hear upon them The key word in making such a concept work is "trust.-
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Figure 2"Round Table- Model for Institutional Governam-e

CIM's old governance model did not reflect this shift towards a desire for cross-fertilization of ideas
among faculty President, and Trustees. It had been set up in an era of that did not enjoy the same level
of trust between faculty and administration that is enjoyed today.

Clearly the intent of the President has been to heighten the responsibility o, ..e facu'ty in matters of
institutional governance, and his mandates have clearly and unambitwously charted a course for such
involvement. As the existing governance model provided very little room for such growth. they needed
to be changed.

Existing Committee Structure

Prior to 1995. the committee structure at CIM ( see Fig. 3) consisted of a Faculty Council that was a small
advisory group entirely elected from the conservatory and preparatory faculty. an Academic Policy
Committee (Conservatory of all department heads plus three elected representatives. an Academic
Policy Committee ( Preparatory ) that was entirely elected. a Curriculum Committee (Conservatory I. and

arious ad hoc committees.

liure ['fisting C(witnitree .Wneture ( Pre-/W.)5)

Curriculum

President

Dean of
Academic Affairs

Faculty Council

i

Academic Policy
1 (Conservatory)

Trustees

Academic Policy
(Preparatory) I

In this flow chart. oneohs ions problem presents itself. l3 s irtue of the fact that separate academic
committees were in emsience. "seam- heiv, een the Mit illS 1.01)11's of the school is reintorced, rather

than eradicated.

u
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According to the old charter, the Preparatory Academic committee also functioned as a Student Affairs
Committee for the entire school. This group rarely , if ey er, met. There was no formal student Input. There

w as no formal input from the Case Western Reserv e University Music Department. with whom CIM

enjoys a fruitful and vital relationship called the Joint Music Program. Recommendations from both

Academic Policy committees were ostensibly fed up to Faculty Council. where they would he discussed
before being passed in turn along to the President. This process did not !Unction, partially because there

was no effective mechanism for tracking recommendations and legislative action, and partially because

the group rarely met. Furthermore, the notion of having to debate issues twice, once in AcademicPolicy

and subsequently in Faculty Council. stymied the process significantly. Nevertheless, this "checks and
balance- duplication of effort was deemed essential in a past era marked by mistrust by faculty towards

administration.

That representation by .ill constituencies is of paramount importance need not he dwelt upon.
Nev ertheless it sometime% proves a more ticklish dilemma than otherwise would be expected. A

somewhat unique situation exists at The Institute with its high reliance upon the mentorship and

expertise of over thirty adjunct faculty whom are members of The Cleveland Orchestra, including all
principal chairs and the Concertmaster. Given the degree of excellence they impart to the CIM
experience, their voice is weigl.ted rather more heavily than one might otherwise expect from a part-
time contingency. Indeed the very fabric of CIM would not be recogniied without their presence. It

stands as an oddity, , therefore, that their presence was neithe: particularly solicited, nor facilitated(gis en

the tight Cleveland Orchestra schedule ). in the old system of governance.

Since the gov ernance re-structuring at CI NI, student representation has been markedly more effective

due to the efforts of the Dean of Student Affairs in re-invigorating the Student Forum. This committee

meets weekly under his mentorship. and their ideas and concerns are brought both to the Faculty Senate

and to the President's Executis e Staff. Feedback is provided to the Forum s ia the Deihl of Student

Affairs. This interact u in cc unpletes the "top-hotti on-up- communication chain. from Trustee through
io student, that has been the goal at CIM. as mandated by the President.

Goals of Faculty Governance

The forces that steered the construct u in of CINI's old gos ernance edifice were rocited in a past that did

not enjo... the high ley els of trust and cooperation among faculty, administration, and Trustees that is

currently the norm. In fact, the primary goal of this faculty-dri en construct involved safety and

protection of faculty y ested interest from an administration that was perceived as being less than totall)

forthright upon occasion. The fragmentation of committees, and inherent redundancies. built into the

system were established to safeguard the well-being of The Institute, at least as many faculty perceived

it. Indeed it is interesting to note that, in addition to the CIM committees mentioned above, there existed

also a Faculty Association that w as not directly affiliated with The Institute. hut served to voice faculty

concerns colleen ely to the administration. This is as close to a labor union that CIM has ever tread. and

its existence is es idence of a time past when such a guild w as felt to be needed. This association became

madly e during the tenure of the current President.

When The Institute embarked upon its self-study of faculty ginernance in 1994, and decided upon a
course of ref orm. it compiled a new set of goals and considerations that w ould better sers e the mission:

to increase accountability

to better represent all constituencies

to embrace trustee stew ardship and ins ithenkm1

to establish mechanisms tor institutional Total Quality I mproy einem

to collecnsely address issues ol iiistitiitiu mal integi ity
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Building a Better Flow Chart

The following questions may provide food for thought as a prelude to undertaking faculty go% ernance reform:

What characteristics hest define the unique profile of this institution?

How does the governing body maintain institutional integrity'?

How does the governance structure adequately and effecti% ely embrace all relevant constituencies of
the institution'?

To whom are accountability issues ultimately addressed'?

How is institutional change directly related to the governing process?

How is the effectiveness of institutional change measured?

How are the results of institutional change fed back into the governing process?

Holy are legislative actions tracked to fruition?

As a result of deliberating upon the above points. CI M administration and faculty worked together in generating
a new model for faculty governance that might better serve to harvest a collective faculty voice and steer it into
the mix. The concept of a pyramid analogy (see Fig. 41 began to emerge. with its broad base of support. clearly
delineated apex. and several layers all contained within the same construct. Lines of communication were
considered to be essential, and the "manifold- analogy came to embody the ideal (albeit in practical terms only
an ideal). Through the fall of 1994. the following flow chart was devised:

Figure 4 New Faculty Governance Structure

Board of
Trustees

President

Administration

Dean Executive Staff

Trustee/Faculty Work Groups

Faculty Senate
(Conservatory & Preparatory)

Student Forum

Faculty Retreats

Assessment Committee
Enrollment Mgt Committee

Joint Music
Program
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Pyramid Concept

The intent in devising this model 11.as to muse aw ay from the dated uni-directional "algorithm" flow chart

towards a more holistic and interactive paradigm. After experimenting with seseral onklels. it was decided that

a pyramiu analogy best describes the new sy stem's intent:

the et feens eness ol the structure depends upon as broad a base as possible,

it places the President and Trustees at the apex. w hile pros iding a broad underpinning 11 is. many layers

of accountability

all constituencies are housed ss ithin the same structure. and are ital components of the construction

The reforms being considered hy C1M lk ere codified and presented to the faculty (sec "Suggested Timeline-

on page 58 in a Charter document entitled "Faculty Governance Policy." which suhsequently will he excerpted

in this discussion. In this ('harter, the follow mg paragraph deals with the notion of "pyramid:"

Any and all matters brought for discussion to the Faculty Senate w ill be addressed in a bottom-up "pyramid"
methodology that embraces the concept of bringing to the table all pertinent in forimition and v iels points at the

ground level necessary for intelligent and thoughtful discourse. To this end. ex-officio membersof the group

sk ill be asked to present their perspectis Cs On an) problems in the first instance of debate. As an example. the

Comptroller may he solicited for his/her perspectise On a new course offering in terms of its fiscal implications.

and would in turn present an informed opinion to the Senate as debate on the new course proceeds. Along the

same lines, the Registrar would he invited to present his/her perspective on the credit-load implications of a new

required course to the undergraduate curriculum as it is debated by the Senate. ln this fashion. any policies

adopted by the Senate ss ill be based upon a broader understanding of the delicate balances inherent in the

successful functioning of The Institute.

This embodies a significant departure from the past. IA herein a course might be appros cd by the faculty without

any knowledge of its hscal ramifications. only to has e the course "nuked" by a seemingly adversarial
administration. On the other hand. the system proposed above provides the faculty with a "taste of cold steel.-

empowering them to take a greater responsibility and accountability for the overall well-heing of the institution.

The C1M faculty enthusiastically' 'las embraced this heightened responsibility, . as manifested in the Faculty

Senate. w ith compassion and Wisdom.

A Methodology for Change

There follows a hrief synopsis of ClNI's approach in its hid to LonnIpreheilsis els oserhaul bacnilt goy ernance

It begins as a set of responses to seseral pertinent "Who" questions:

Who should drise the change? The Institution's Chief ,lcademic Officer. in consultation sk, ith the

president and executive staff. CI M. s Dean of Academic Affairs. new ly appointed in 1994. spearheaded

the initiatise, largely due to I i Ibis pres ions tenure as Chairman of the Academic Policy Committee; and

Ili I his assumption of the duties of Self-Study Coordinator.

Who should draft the new charter? orking faculty committee (small tinder the ads isement of the

CAO. At CI NI, the Dean sy orked closely Yrs ith the Dean of Student Al fairs. the Assistant to the Prsiden:,

memhers of the Enrollment Management Committee ( including the Regimrar and Admissions Direc-

tor), and sought adY ice from several key faculty ()ices. At all times the President sY as kept apprised of

deYeli)pments in the nek charter.

Who should os ersee kgal ramifications? Legal appros al of hoth the ;:hartei . and the suggested

Inmeuble for implementation kee heft m ishould he sought hy the nnst [tut ;on' s legalcounsel. In the case

CIM. legal mentorship ss as pros ided hy a senior Trustee and Chairman of the Personnel Committee

of the 13i urd of .1.rimees.
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Who should apprtne the change?

Majority vote of existing governing body( ies)

Majority vote of full faculty

Signature of the President

Presented to the Board of Trustees for their information. (NB - it is not necessarily within the
prerogativ e of the Board of Trustees to approve the infrastructure for faculty governance; in the case
of CIM, substantial communication was maintained with, and assistance solicited from, Trustees
throughout the process. As a result, several key Trustees were already well-versed in the
comprehensis e changes that es entuated. )

Wt-o should be represented?

Broad ongoing representation of senior faculty (CIM benevolently conscripts all Heads of
Department to serve)

Small elected contingent. w ith revolv mg terms

Ex Officio (non-\ oting

Trustee (preferably invoked in matters of curriculum: at CIM the Trustee also chairs the
Educational Policy ('ommittee of the Board of Trustees)

President's Representativ e (at CIM, the Assistant to the President)

Administrative Directors of Significant Dix ',ions (at CUV1. the Director of Preparatory and
Continuing Education)

Chief Academic Officer ( at CIM, the Dean of Academic Affairs: this officer should also
coordinate the facult y. governing body and work :J(,wly with the elected faculty chairman)

Senior Administrative Officers tat CIM. the Dean of Student Affairs. Registrar. Director of
Admissi(ins)

Ins ited Staff/Administration I to prov ide specialized insight I (upon occasion, the CIM Faculty
Senate has been s isited by the Comptroller. Director of Personnel. Head Librarian. Director
of Audio Service. and others)

Ins ited Representation from Other Institutions (CIM and Case Western Reserve University
have agreed to provide representation at each other's governing body when warranted hr
yes di( al;enda acm.s

Student Representation iCIVI has decided NOT to allow direct student representation;
however the effectis eness of communication between the Senate and the Student Forum
through the efforts of the Dean of Student Affairs has alleviated the necessity for this)

Focus on Institutional Integrity

Many at CIM have remarked upon the manner in ss hich agenda items brought to table are dealt with more
thoroughly and effectively since the inception of the Faculty Senate over one year ago. In particular. sensitive
issues that go towards def ining and setting the standards for institutional integrity are handled with a higher
degree of acumen. Eor the purposes of this discussion, the author feels that sharing several specific issues that
has e arisen re,:e ntly on the Senate docket may set-% e to illustrate the manner in Vt hid' the rev ised Senate has been
effective in confronting sensitis e issues that deal w ith integrity.. The three examples below all spawned
ins igorat mg &hate.
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Digital Tape Editing

Issue: Should the CIM Audio Service pros ide students with digitally edited tapes of their
performances for audition and competition purposes.

Debate: Digital editing allow s for "mistakes" to he removed without aural evidence, but does not
give an honest representation of the student's performance. However, virtually most student
musicians are submitting digitally edited tapes these days; ought CIM to disadvantage its students
by not allowing this service? Tapes are meant only to get the student "in the door:" winners of
competitions and auditions still need to produce the goods in person.

Result: k.tie is still pending.

Young Artists in Concerto Competition

lsme: Should Young Artist students enrolled through the Preparatory and Continuing Education
program I i.e., not yet "conservatory" students, but nevertheless valued members of the greater CIM

student body he allowed to compete in the prestigious conservatory concerto competition, thereby
taking the places of conservatory students.

Debate: This competition, held every semester, produces four winners that get to perform a
concerto with the orchestra the following semester. Recently. two of the four winners were Young
Artists. Concern was voiced by some conservatory faculty that these students should "wait their
turn", and enter once they are members of the conservatory. However, a resounding shout of "May
the best man ( \soman ) win!" w as heard as the consensus.

Result: Senate ruled that Young Artists are entitled to compete alongside their conservatory.
colleagues.

Extracurricular Contractual Employment

Issue: Should CIM students he allowed to engage in contractual employment w ith regional
orchestras.

Debate: There has been a substantial problem w ith CIM students missing school orchestral
rehearsals, and oiner curricular obligations, in order to gain professional experience (and money )
by playing in regional orchestras. Such experience goes directly to The Institution's stated mission
statement, and embodies exactly the sort of training that CIM hopes to provide for its students. On

the other hand, students cannot jeopardize their school experience in order to take professional
employ ment; nor can Ow school allow its orchestral program to he impaired by excessive
absenteeism.

Result: Senate passed a Nlot ion g iv ing the Dean of Academic Affairs substantial authority to curtail
outside student employ went. This legislation pla:es the lion's share of responsibility for endorsing
outside employment upon the shoulders of the major studio teacher.

A New Charter for the Senate

There appear below selected excerpts from the Motion for a new "Faculty Governance Policy" that was

presented to CIM's Academic Policy Committee. the Faculty Advisory Council. the Executive Staff. and the

President, for their approval in Fall of 1994. Key components of the Charter are provided at the end of this paper.

Ehe Motion began as follows:

As otJanuar I . 1995. all existing faculty bodies of Faculty Governance The Cleveland Institute of Music.

either acti e or macti e. w ill he replaced by the Faculty Senate of The Cies eland Institute of Music.

55



Chapter II biletfliA ,4n,l .4,, rcilihinial ocus tat ult% / 57

he document articulated to the faculty the following live goals:

To adopt a sy stem of faculty governance that more accurately reflects current practice (is er the last ten
years ( i.e., only one committee had been meeting effectively prior to this time: therefore, have only one
committee "on the books." but with proper representation).

2. To embrace both the Conservatory and Preparatory programs of The Institute in a more anified and
"seamless- forum for faculty v iew s and concerns.

To re-embrace The Cleveland Orchestra faculty in the gok erning ot The Institute by scheduling
meetings around the schedule of The Cleveland Orchestra.

4. To prov ide a sy stem of tracking legislative action taken by the faculty goy erning body .

To better define the role and relationship betw een the faculty and the President in the governance of The
Institute.

Conclusion

The comprehensive overhaul of faculty governance undertaken at The Cleveland Institute of Music, begun in
1994, has been highly successful by all indicators. It was initiated as a component of the Self-study process, and
es olved organically from broad faculty. administrative, and Trustee input. Central to its crafting was the
establishment of new goals for effective governance that better reflect and support the current CI M mission
statement. The restructuring process entailed the abolition of an archaic sy stem of multiple and largely
dysfunctional committees, and their replacement by a single and holistic governing body. Legislation passed
by this body is sent ta the President for his signature, and copies of all legislation so enacted is readily available
in appropriate locations. The Senate's broad representation makes it a particularly effective chicle for matters
that pertain to institutional integrity.

Appendices

Appendix A: Suggested Timetable for Change

Appendix 13: Ke Components of the Nett Charter for the Faculty Senate

Gan D. WriOst i% Dean of Aradelna Affairs and Self-Stud\ Coordinator at I he (leseland /IOiilifI( of Aiwa.,
Clut-eland.

56



58 /A ('olleetton of Papers on Se If-Study and mstitunonal Improvement. PPM

Appendix A.

A Suggested Timetable for Change

It is imperative that a realistic timetable for implementing any governance overhaul be announced,
and subsequently adhered to. CIM accomplished its reforms during one semester. This excludes the
process of arriving at the decision to change, be that through faculty retreats, task forces, governance
sub-committees, or whatever institutional soul-searching mechanisms may be devised to chart the
changes. The following timetable, based upon a Fall semester, tracks closely with that used by CIM
during its transition:

The Dean of Academic Affairs (CAO) meets with the President and his/
her Executive Staff to discuss the authoring of a working draft for
changes in faculty governance.

Work on a new Charter for Faculty Governance is begun by the Dean,
working closely with key senior faculty and the Chair of the current
faculty governing body(ies).

Faculty governing bodies are notified by the Dean of the initiatives afoot,
and the methodology is presented and discussed.

The working draft of a new unarter is completed; "early returns" are
solicited from the President, his/her Executive Staff, and other key
administration and faculty.

The new Charter is presented to the faculty governing body(ies) fortheir
input.

Faculty govsrning bodies discuss and modify as appropriate the work-
ing draft of the Charter; subsequently it is voted upon for approval by
each nommittee, based upon any amendments that are forthcoming.

Highest faculty governing body votes for approval of the new Charter,
and for submission to the President for approval.

Rev'sed Charter for Faculty Governance is distributed to the entire
faculty for consideration.

A full meeting of the faculty is called, at which time the new Charter for
Faculty Governance is explained and discussed; questions are ad-
dressed by the Dean and chairpersons of all existing faculty governance
committees.

A ballot for adoption of the new Charter for Faculty Governance,
reflecting any and all amendments, is distributed to the entire faculty.
(At CIM, the ballot indicated that only "NO" votes needed o be returned
to the Office of the Dean; non-returned ballots indicated a "YES" vote).

The results of the ballot are reported to the President, and a notice is
sent to the entire faculty announcing the result.

The Board of Trustees is informed of the changes at the ne)t full
meeting.
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Appemh v B.

Key Components of the New Charter for the Faculty Senate

Several key components of the Charter are reproduced below:

The Faculty Senate will enter into a more clearly defined relationship with the President of The Institute in all matters
of Faculty Governance that are appropriate to the Charter of the Senate, and will include:

establishment and maintenance of an educational philosophy for The Institute, in conjunction with the President and
the Board of Trustees;

all matters affecting curriculum and academic programs;

all matters affecting student performance, evaluation, and outcomes;

proactive role in faculty/staff/Board of Trustees relations;
relationship with Case Western Reserve University and the Joint Music Program;

faculty evaluation;

issues of performance at The Institute, including the orchestral program, opera, recitals, and master classes;
faculty governance;

overseeing of support service policies, such as audio recording, accompanying, and library, in conjunction with the

Heads of these departments.

There will be a clear delineation between the academic legislative body as manifested in the Faculty Senate, and
the executive authority as manifested in the Office of the President. Any legislative actions falling under the headings
described above need first to be approved by vote by the Faculty Senate, and subsequently approved by signature
of the President.

The Faculty Senate will consist of all Heads of Department, or their designee, at the Conservatory and Preparatory
levels, with a minimum of two and a maximum of four elected representatives, 500/a of whom will have as their primary
area of specialization teaching in the Preparatory area. Each member will serve a two-year term, with elections being
staggered by one year. Elections will take place at the annual meeting of the full faculty held at the beginning of each
academic year. (Note: the current elected representatives of the Faculty Advisory Council will be invited to participate
in the new Faculty Senate for the remainder of this academic year.)

The Chairman of the Faculty Senate will be elected by the Senate at its first meeting of each academic year, and will
serve a two-year term. There will be no term limit on the Chair.

The Office of the Dean will coordinate the activities of the Faculty Senate, and will assemble and distribute minutes.
agendas, and all documentation pertaining to the successful functioning of the Senate. The Chairman will meet with
the Dean prior to each meeting to discuss agenda items.

The Dean. as the Chief Academic Officer, will serve as the primary liaison with the President, and will advise the
President and the Executive Staff of significant agenda items of the Faculty Senate prior to each meeting.

Legislative actions taken by the Faculty Senate will consist of Motions that have been voted upon and approved by
a quorum of voting members. A quorum of the Faculty Senate will consist of no fewer than 15 members, not including
the Chairman. The Chairman will normally abstain from voting: however the Chair's vote will be the determining one
in any deadlock. In the absence of a quorum. legislative action on Motions may be taken by a written ballot distributed
to all Faculty Senate members.

Motions may be brought to the table by any voting member, except the Chairman. All motions must be submitted
in writing to the Office of the Dean at least two weeks prior to any scheduled meeting, along with all supporting
documentation. All motions and supporting documentation will be distributed to all voting members and ex-officio
members of the Faculty Senate one week prior to any meeting.

Motions that are passed by the Faculty Senate will be presented singly (i.e., each on a separate page) to the President
for signature or for further action. Further action is defined as either discussion with the President's Executive Staff,
or for return to the Faculty Senate for further debate. In the latter case. the President or the Assistant to the President
will articulate to the Chairmr.n prior to the subsequent meeting the concerns inherent in the withholding of approval,
and will then present the viewpoints of the Office of the President at the subsequent meeting of the Faculty Senate.

Motions that are signed by the President will be bound in separate volumes by academic years and housed in the Office
of the Dean, the Office of the President. and the Library. The Office of the Dean will set into motion all logistics necessary
for the implementation of approved Motions. A report on Executive actions will be made at the following meeting.

Minutes of the Faculty Senate will be presented to the President and distributed to the entire faculty.
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Integration of Part-Time Faculty
into the Campus Culture

Carol C. Karrer
Burt Schiavo

.rhe NCA Handbook of ;Accreditation considers both full-and part-time faculty when defining the threshold
requirements for an institution. While looking for an essential element of core full-time faculty, the NCA wisely
av oids "a precise mathematical formula- for indicating an optimum ratio of full-time to part-time faculty. To
implicitly associate "quality- with the percentage of full-timers would not only denigrate part-timers, as Gappa
and Leslie argue in their recent anLlysis of part-timers in higher education,' it would constrain member
institutions where the planned employment of part-timers contributes to meeting a socially desirable mission,
delis ering useful programs, and set-% ing the needs of nontraditional students.

In order to meet the mission of the institution and its B.S.N. completion program, 2 Franklin employs local

specialists and professionals as part-time faculty v. hom we call Adjuncts. The issue is not how Franklin and
similar institutions stretch scarce resource., to serse our students at an affordable tuition, but whether they are
being served by a unified, committed, well-qualified faculty delivering a coherent curriculum. Although our
University Handlwok includes sections dealing with graduate. undergraduate, and adjunct faculty, the same
topics are considered for each group. The contents and pros isions differ considerably. based on a consideration
of institutional resources, market factoi s. fairness, and equity : "Policies that are important to the well-being and
performance of full-time faculty are also important to part-time faculty.- '

The climate and effect created by these prov isions, howes er, is determined by the relationship among core and
adjunct faculty and the environment fostered hv academic and other officers within the institution. i.e., to make
sure %se value and integrate the respected professionals serv ing as adjuncts. Issues that need to be discussed in

itly institution are: Who are the port-time faculty '' Why use part-time faculty'? And. What strategiesenhance

the integration of part-time faculty into the campus? One of us w ill address the administrative perspective on
the questions and the other vs ill concentrate on the relationship hem een full- and part-time faculty within the

faculty.

Franklin Univeisity is one of thousands of institutions of higher education nationwide that employ the 270,000
part-time faculty w ho constitute 35-18 percent of all faculty.' Our student body epitomizes the nontraditional
learners vs ho make up the majority of the 12.500,000 students in higher education in the LS. At Franklin 80
percent of our students attend part-time: 70 percent v., ork full-time: our undergraduates average 32 years of age:

they are 55 percent female: and, study applied programs such as Business, Computer Science, and Nursing.
vs hich account for 70 percent of our degree-seeking population. Two-thirds of Franklin's classes are uttered

evenings. weekends. or oft-campus. Located in downtown Columbus and sell ing commuters within the belt

of Interstate-270, which encompasses a service and internationally-oriented economy. Franklin's mission,
students, programs, and access to a talented pool ot educated practitioners militate for the employment of a high

percentage ot adjunct f acuity .

Nationally, public and private research and doctorate-granting institutions that bear the primary responsibility
for ads ancing the "scholarship ot discov cry and the "scholarship of integration- in Boyer's terms , employ

15-24 percent part-time faculty. Related to the need to release faculty for research, some departments at such
institutions employ part-timers and graduate teaching assistants at a higher percentage than some community
colleges, which average 54 percent part-0 mers. Public and pri v ate comprehensive colleges and universities and
liberal arts colleges fall in between. at 2(1-42 percent part-timers." Service to traditional age. particularly full-
time and residential students, increases the need for readily available faculty; to plav traditional teaching.

mentoring, and ads ising roles. At Franklin the advising function is shared between the Program Chairpersons
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and readily -available professional advisors we call Student Service Associates. In addition, our students make
estensive use of telephone. FAX. and e-mail access to interact frequently with their instructors. With an adult,
part-time student body study ing applied curricula in a student-centered (rather than an instructor- or di scipline-
Lentered and experiential learning ens ironment. Franklin must peg its tuition against that at state-supported
unisersities and community colleges. especially since our students are often self-supporting or reliant on
employer reimbursement.

Thus for reasons responsise to mission, location. student profile, educational program, and economy. Franklin
employs 140-150 adjuncts to pros ide up to 60 percent of its instruction within a context created by 50 full-time
faculty and a lean academic structure. The full- time faculty sers e as teaching deans, program chairpersons. and
experienced teacher-mentors to create an academic dialogue w ith those who practice the professions the
curricula address. Into the mi x we add students who often qualify . oi seek to qualify. as junior practitioners. The
credibility of our programs depends heasily on the reputation of the high-les el practitioners who con \ titute the
majority of our faculty. As Gappa and Leslie conclude.

These experts are mature. experienced, insightful, and sophisticated in the practice of their art or profession:
they are able to relate theory and practice in unusually credible fashion. Adult students, in particular.
consistently express appreciation for the ahility of part-time faculty to bring concrete examples and 5ignettes
from their own experience to class.-

Although we are only now sy stematically building the data hase, personal know ledge reveals adjunct faculty'
ho are managing partners in accounting firms. corporate executis es. elected officials, judges, artists, authors.

lawyers. entrepreneurs. consultants, clinicians, hospital administrators, nurses. and computer engineers. Not
only do these indis iduals add "real- world s alue to programs. they offer access to state-of-the-art equipment.
internships. job openings. corporate support, and ins aluable corrections to those who serve as external
es aluators tor assessing the outcomes of our programs. They span boundaries:

the )alue and %alue-adding role. ot prolcssiiiiials 55110 are part-time faculty ;ire ino.t apparent when it is
unc.'..,,tot Id that they are a primal stiulLe h 55 ilk h appropi late norm.. )alues. and intormatiim are inserted
directly into the LuniLulum.

Their w illmngnes. to ads Ise upon. and deselop the curriculum allows the tull- timers and the institution to
'explore markets for new program.. expand markets for existing programs. reline programs to include new
specialties, experiment in the development of courses, limit costs, and, in general. control risks.'" When
adjuncts are asked to engage in course and program des elopment. we compensate them accordingly.

Thu., the adjunct faculty play a key role in our "partneNhip ss th Central Ohio', hu,ine.s and profeNional
community .- The go into the classroom as prime examples of w hat Donald Shon called "reflectise
practitioners.-- In our MBA program we have expanded on this relationship through our "Executive in
Residence- program. ss hich has ins ols ed teams from seseral local organizations such as Honda. Mt. Carmel
Health, Nationw ide Insurance, and the Greater Columbus Chamber-of Commerce in the definition, des clop-
ment, and delis ers of courses dealing w ith finance, marketing. information managenlent. and quality
management. In each case they w orked ss ith a full time faculty as liaison for teaching and administrative
concerns.

It we have adequately addressed the questions of "w ho- and "w hy.- e can turn to some policies and practices
that enhance the integration of this saluable human resource into the intellectual life of the institution. Again.
the simple hut profound truth is that there is only one faculty at each institution responsible for instruction and
curriculum. It includes, and ss ill continue to include at all institutions. indis iduals ss ith sarying terms and
percentages of employment and sary ing assignments. What should we do to assure that faculty's unity, quality,
and effectiseness Gappa and 1.eslie pnw kle an est.:client guide, including forty -three recommendations, details
on exemplary program. at Eastern Kentucky . Burlington Community College. Cuyahoga Cotnmunity College.
and St. Mary s College in California. We will focus on three modest examples from Franklin of how equitable
real me ni of adjUncts may require different treatment: pert ormance es aluation and merit pay for adjuncts: fringe

benefits for eligible adjuncts: and. the design of instructional workshops for adjuncts.
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Adjunct Merit Pay

Four years ago Franklin launched a merit pay sy stem that in stages would rew ard high-level faculty performers
ith a bonus in July approaching 15 percent by 1997-98. It also moves the institution from annual contracts to

three-year contracts earned for performance and years of service. Two years ago the new faculty Performance
Re iew system that supports this process was recommended by a joint faculty /administrative committee and
approved by the Board of Trustees. It defines Essential Requirements for faculty, which determine contract
renewal and encourages Meritorious Activities, which determine. Length of contract and level of merit. The
results are documented in a portfolio, which is evaluated by the assistant dean in one's division.

During 1994-95, in consultation with the standing Adjunct Faculty Committee, the model was modified to
include adjuncts. Built on student evaluations using the same forms, a similar three-step Classroom Observation
hy Program Chairpersons ( who select, hire, and supervise adjuncts), the expectations in the categories of
teaching effectiveness, professional deYelopment. and university/community service and for meritorious
activity were scaled to a level which while still significant, was more appropriate for adjuncts employed full-
time elsewhere. In July 1995. one-third of the adjuncts (44 out of 126) were eligible and recommended by
Program Chairpersons to the Assistant Deans for merit bonuses equal to 4, 6. or 8 percent of their gross pay for

1994-95. Since this was the initial administration, we expect more adjuncts to participate and qualify this year.
Incidentally. Gappa and Leslie found only one department chairperson at all the institutions they visited who
consistently i.ompared student ev al uations for full- and part-ume instructors. The data at Franklin for Fall 1995
and ty pica! of other years shows the "Strongly Agree- and "Agree- ratings from students for full-timers to be
62 percent "Strongly Agree- and 34 percent "Agree.- while adjuncts are 50 percent and 35 percent.

Adjuncts who have taught cumulatiYely three trimesters and a minimum of 12 credit hours (mostly four- credit
courses are taught ). attained excellent ratings. participated in Classroom Observation, and documented
accomplishments in a mini-portfolio are deemed eligible. In 1995-96. we expect half of the adjuncts to qual ify
for 6. 8. or 10 percent merit bonuses. Now that we have extended the merit terms to adjuncts. we will find a way
to provide annual or extended contracts to adjuncts. some of whom have been recognized for five, ten. and even

tw entY y ears of continuous sery ice

Adjunct Fringe Benefits

Although adjuncts had been receiv ing some benefits oy er the last few years, it took the publication of a new
I niversity Handbook for us to real tie that it would he useful to summarize adjunct fringe benefits. The Director
of Personnel and the Adjunct Faculty Committee enhanced, compiled, and disseminated this benefit list not only
to current adjuncts but to the Program Chairpersons. who may have not been fully aware of them. The summary
includes benefits that parallel but differ from those afforded full- timers: voluntary annuity and tax shelter plans;
non-Univ ersity-supporte0 health and life insurance opportunities through Mutual of Omaha and the National
Adjunct Faculty. Guild (membership in the Guild costs S39 per year!, sick leave (one week per class per
trimesten: professional dev elopment support (usually up to S450 per adjunct per annum): a training stipend of
S50 per session to attend a University-sponsored workshop; Library privileges: free parking and mileage to off-
campus sites; bookstore and computer discounts; tuition remission for a spouse. child. or step-child at one course
per course taught: statutory benefits; a published pay schedule: and direct deposit. Pay varies based on years
of serv ice and the level of ones degree, with a differential for day. weekend, and off-campus teaching. In most.
non-emergency situations, notice of class assignments are made 6-8 weeks before classes begin and cancella-
tions or reassignments are made 2-4 weeks before the trimester. Our students are reluctant to register until they
know who's teaching, and we are extremely reluctant to change a teaching assignment once posted.

Instructional Workshops

As indicated above. adjuncts have received a stipend for attending University-sponsored workshops. Under the
terms of a Lilly Foundation Grant. and subsequently the Univ ersity has sponsored workshops focused on
teaching adult and diverse learners, featuring such educators as Stephen Brookfield. Pat Cross. Uri Triesman.
Herman Blake, and others. While attended by a few adjuncts. the Friday 8:00 to 2:00 o'clock scheduling was
not ideal for them.
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Recently. the University shifted focus and scheduling for these workshops to convenience and directly benefit
adjuncts Conducted by full-time graduate and undergraduate faculty, these now well attended (20 or adjuncts
at a session) have been scheduled on Saturday mornings and have consciously focused on teacherly issues such
as handling difficult situations in groups, stimulating critical thinking, designing and grading writing assign-
ments, trouble-shooting small groups, and a menu of assignments to develop critical thinking. These sessions
have been well-received by adjuncts as opportunities to discuss teaching. to interact in disciplinary and inter-
disciplinary groups, and to meet other adjuncts in an informal and relaxed situation.

These are three examples of how a slight shill in perspective applied to ongoing programs and procedures can
result in the enhanced integration of respected and involved professionals who are intrinsically rewarded by
sharing in the classroom their considerable knowledge and experience and who appreciate the opportunity to
engage in a welcoming dialogue with those dedicated full time to teaching and learning.

Faculty Culture

Adjunct faculty want and need support for the details of the teaching effort. Faculty support staff can take the
initiative to explain how to duplicate materials, make use of technology within the institution such as computer
and audiovisual equipment, and where to find the mail. A full-time faculty mentor is very useful to explain how
the course fits into the curriculum for the program maior or discipline sequence in a service course. Further, they
can help with decisions such as textbook choices in an effort to balance faculty autonomy with student's needs

ithin the context of the whole curriculum. Students appreciate continuity between courses and a seamless
approach to the content and process of the major or discipline.

An orientation, both to the university and the discipline's organiiational unit is essential. This should he both
formal and informal. Inclusion in faculty meetings is an efficient use of time and money: the major harrier to
its effectiveness is the need to compromise w ith meeting times. In a nontraditional setting. classes may meet
all day. all evening, and all weekend. The question, then, is when to have the meeting? The presentation will
identify other ways to enhance a sense of belonging for the adjunct faculty member and identify corresponding
rewards for full- time f.:,:ulty

Footnotes

Judith M. Gappa and D. Leslie. The Invisible Faculty.- Improving the Status Part-umers in Higher
Education (San Francisco: Jossey-Bass. 1993). Judith M. Gappa and D. Leslie. -The Part-Time Faculty
Advantage.- Metropolitan I iniversities: .40 Internanomil Forum 5 1995 91-102.

2. The Franklin University Mission Statement. hanklin University is a student-centered, independent
regional institution of lifelong higher education, working in partnership with central Ohio's business and
professional community in a global context. The University provides undergraduate and graduate students, who
often work full or part time. both the breadth of knowledge and the career-tocused applications required of a
balanced education.

The University's offerings develop the creativity, flexibility, and i: .!ndence of thought that enables
learners to face challenges with confidence The University promotes excellence in teaching and the use of
appropriate technology to deliver accessible. innovative. measurably effective learning, which integrates theory
and practice in community-responsive programs.

The Nursing Program's Mission Statement. Service to people to promote health and w ellness. and provide
a milieu where healing can occur is the nurse's mission to society. The Nursing program fosters this mission
through education founded on basic beliefs about people, their relationships in a diverse society and
env ronment, health, and educational process.

The goals of the Nursing minor progtain are to prepate a nursing generalist lor professional nursing practice.
provide a foundation for graduate study, and promote a holistic approach to health.

3. (iappa and Leslie. p 2M)
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Adjunct Faculity and
Teaching/Learning at

Pima Community College

Philip J. Silvers
Vivian Swearingen

Introduction

From 1990 to I 995. Pima Community College ( PCC felt compelled to focus On the role of adjunct faculty. as
a quality issue. The fifth largest multi-campus community college in the nation. PCC employed part-time taculty
to teach 57 percent of its student credit hours. Two majof influences prompted the College to study its use of
part-time faculty: I the North Central evaluation team noted a concern over the extent of use of part-time
faculty. and 2) some PCC' part-time faculty were meeting to e x plore a bargaining unit to negotiate compensation

and other issues.

This paper discusses the quality issues ins oh ing adjunct faculty . the processes PCC undertook to address
adjunct faculty issues, the results, and the perceis ed strengths and weaknesses in the approach.

Quality Issues

Research findings and task force discussions at P121 identified seven key quality issues around adjunct faculty.
The issues, almost identical to those identified hv Parsons (1980 (iappa and Les! (1993). and Roueche and

others (1995 t. were:

Composition of adjunct faculty. With 70.000 adjunct faculty teaching in the nation's coinmunitv
colleges. 58.2 percent of all instructors ( Roueche and others 1995). the demographics. academic
credentials, and work experience of part-time faculty are points of interest and concern.

Adjunct faculty and the community college mission. Real-w orld experience. flexibility to fill-in at
times and places 1s here course sections are needed, and relatively low cost, make adjunct faculty
particularly helpful in fulfilling the community college mission.

Recruitment, selection, and retention of adjunct faculty. . Concerns iegarding teach;.ng competence

and demographic representativeness prompt attention to the ways in which colleges attract and screen

candidates for part-time teaching positions.

Orientation and prth'essional development. I. 4-0cl-standing of the community o d lege mission and
pr igrams. quality in teaching and assessment practices. and consistency in college standards and

practices require orienting and in-servicing of adjunct faculty.

Compensation, load-hour limits, and benefits. Salary and benefits are seen as important ill attracting
and retaining quality part-time faculty. Equity and fairness (Leslie and Gappa 1994 t are compelling
issues for part-tulle taculty and department chairs (Silvers 199W. Load-hour limits imposed by the
institution can he discouraging to those part-time faculty who wish to teach more hours.

Status and integration of adjunct faculty. Specific policies (Leslie and Gappa l)Y-h and attitudes/
practices that saluc their strategic role (Sommer 1)94) help integrate part-time faeulty into the
institution and gise them» a sense of importance. respect. and bonding (Avakian 1995i.

Evaluation. Provisions for assessing the pertminank:e of adjunct faculty represent a major quality issue.

6 1.1



66 / A Collection of Papers on Self Studs and ln.stautional Improvement, 1996

Addressing Quality Concerns: the Process at PCC

With the auk al of a new chancellor in 1990. the College quickly identified the role of part-time faculty as a
major quality and political concern. Iii response. the College took the following steps:

Surveys of Adjunct Faculty and Department Chairs

In August I 990, the College surveyed the 1200 adjunct faculty who had taught during the previous year
and all 78 department chairs to determine the critical issues regarding part-time faculty and quality
(Sits ers 199W. Sixty percent ot adjunct faculty and 80 percent of the department chairs responded within
the requested two-week period. For adjunct faculty. the critical issues were compensation. hiring
practices. continuity in teaching. a 6-hour load limit, and support systems. For department chairs, who
were highly bullish on part-time faculty, the issues were pay equity and support systems for part-time
faculty.

Analyses of Secondary Data

In addition to the survey data, the Ot t ice ot Research and Planning analvted data on PCC's utilitamm
of part-tinic t aculty and data trom peer institutions (other Aritona community colleges and the ten
largest multi-campus sy stems in the U.S.. Silvers 1991). Among the findings were: PCC uti tired part-
time faculty to teach 48.5 percent of its student credit hours at its permanent campuses and 56.6 percent
overall. Part-time faculty represented 78.8 percent of its teaching force, teaching 60 percent of its course
sections. PCC ranked lourth ot ten Aritona community college districts in compensation of part-time
faculty and 16 percent lower than Aritona's other large urban community college district

The Blue-Ribbon Task Force

Once the research had been completed. the Chancellor empaneled a task force of influential department
chairs, adjunct faculty leaders, and key college administrators (e.g.. the EEO officer and the personnel
director i. Atter a presentation of the research results, the task force identified areas of critical concern
that needed to be addressed. (See Quality Issues. above.) For each area identified, pairs of task force
members volunteered to write "vs hite papers.- analyring the issues and making recommendations.
Working through each white paper, the task force developed consensus on a set of six recommendations
and tssenty-tsso (th.tecilses. w hich addressed areas of perceived need:

Remuneration and benefits

Professional des elopment

Recruitment. selection, and retention

Status and support

Es aluation

Full-time and part-time faculty ratio (
1992: Hockaday and Silvers 1995

Pima Commumtv College. Associate Facultv Task Force

Once the resources necessary to implement these recommendations became clear. the Chancellor met
with the campus presidents to des ise a plan to pay for the recommendations through greater efficiencies
in cinirse scheduling. The plan included the elimination of course duplication and raising the minimum
class sire to I district-w ide. Shortly thereafter. the Board of Governors enthusiastically endorsed the
recommendations. Members of the task force, including adjunct faculty were present at the Board
meeting to express support for the recommendations.

Evaluation of Implementation

Three years alter the Board approved the recommendations. the Chancellor again convened the Task
Force w ith a I vs ofilld charge: 1 to evaluate the implementation of the 1992 recommendations. and 21
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to identify additional recommendations that might he appropriate. Of the hkenty-two objectives
recoinmended. thirteen had been implemented, six had been partialk implemented, and three had not
been implemented. Among the objectis es implemented were:

Change in the designation of associate faculty to "adjunct."

Increase the compensation to acompetitis e level. PCC adjunct faculty are currently the highest paid
in all ten Arizona commtinity college districts, and the College has given an annual increase at the
sante percentage rate as full-time faculty.

An online adjunct faculty applicant pool and hank has e been implemented and es aluated.

Adjunct faculty are represented on the Faculty Senate and on key college committees.

Both district and campus offices hake adjunct faculty records that reflect courses taught and other
dunes assumed.

Some recommendations were deferred or only partially implemented pending the resolution of the
department chair reorganization and have not been fully' implemented. (The department chair reorga-
nization V. as not implemented until 1995.) These recommendations included:

Hiring adjunct faculty by department chairs for other duties.

Regular consultation, ss ith adjunct faculty regarding student es aluation,.

/1, the "Cask Force concluded its work. it made fiy e additional recommendations:

Implementation of a "core- adjunct faculty. with tiered compensation for those w ho meet certain
criteria. e.g.. taking methods courses, length of ,ers ice, excellent student ey aluat ions.

2. An integrated professional deYelopment plan huilt around a core cour,e, tollossed hs Rs 0 tiers of
alternatis es in instructional technology and assessment.

3. Improvements to the Adjunct Faculty Applicant Bank.

4. A demonstration of effective teaching before the first assignment.

5. A set of regulations and guidelines to make the use of adjunct faculty more consistent throughout the
College district Pima Community College. Adjunct Faculty Task Force I995).

The additional recommendations has e been given to the Chancellor's Cabinet. ss hit..h is currently in the process
of evaluating them

Strengths and Weaknesses of the Process

Sey eial aspects of thc process pronioted the succe., ot the effort

The chief executhe officer led the process.

Critical representation on the task force from adjunLt faculty leaders, key depart ment chairs. and college
administrators.

Research findings not only proY ided hackground but kept the project focused on issues critical to the
major stakeholders

White papers framed the pros and cons of the issues from the v. leA poink of the major constituents.

A time-staged implementation plan enabled the College to focus on one is.ne al a tulle and to phase-
in the increased costs.

A resource plan that acknow ledged realistically the full costs of the recommendations.

Board appros al. w Inch signalled a long-term institutional commitment.

A comnutment to es aluation and follow -up- the implementation 55 as to be cy aluatcd iii thiee

Pr
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At the same time. se eral factors impeded the full implementation:

Man.) of the recommendations were contingent upon resolution of the department chair reorgam/ai ion.
hich took more than tlk 0 ears.

The College w as in proce.., ot.decentraliiing many of its functions from the district central office to the
campuses. This process tended to work against institutionaliiing other changes.

.11:.2re v as no pro% ision for an annual reporting of progress. nor incorporating the recommendations into

the strategic planning process.

Summary and Conclusions

Internal and external forces prompted the College to take action on adjunct faculty as a qualit) issue. While other
concurrent orgamiational changes slowed the implementation process. 13 of 22 objectives were implemented,
six partially implemented. and three not implemented. The initial set of recommendations represented a good
basis for assessing progress and refining a new stage of recommendations.

References

A .tkiami. A.N. "Conflicting Demands tor Adjunct Faculty.- CommuniP, College Journal 65 11995 I: 34-36.

Gappa. J. and D. hmsible actatv: Ingo-ming the oj Part-Time aculty Huthert:thtratwn.
San Francisco. Jossev-Bass, 1993.

I lockada). J. and P.J. Silsers. 1 he Chancellor and the Multi-Campus System.- Team Building tor Quality:
Transitions in the American Communit College. Ed. G.A. Baker III. Washington, D.C.: American
A ssociatum of ('ommunity Colleges. 1995.

1.eslic. ) nit .1 (iappa -Fducai ion's Nclk Acade ork Force.- Planning tor Wither Education 2211994 1:
1-6.

Parsons. MIL "Reali/ing Part-Time Faculty Potential.- "Using Part-Time Faculty Effectively.- Neve Dit cc-
ms tor Committals Colleges. .Vo. LI 51 11. Parsons. San Francisco: Josse

Pima Communit) College, Task Force on Associate Facult). Recommetulations ro the Pima Com/num/I
Colleix Ihutol cf Governor. I km2.

Pima Communit) College. Task Force on Adjunci Facult 1thunet I,o lilts Task tore:. Status Report. 1995.

Roueche. J . S.1) Roueche. and 51.1). Milliron..Stranvers in Theo- Oct n bind Washington. D.C: Communit)
College Press. 1995.

S 11\ ers, 15.J I tatzation Asociale ocultv al Puna ( ommunav C Mrvey Part-1 tme Facultv and
Department Chairs. 1990.

l ers, P.J.. -Data on Puna Commumty College's Utilliation of Associate Faculty Compared w ith Peer
Institutions... Report lo thc Colletx Board 01 Grwermu.s. I.

SI winier. H Recognving Academe's Other Facult).- Plamime ficr 1 hvher bh4c,Ition 22i 1994 ):7-

Phatp./. .5ih crs is .Sentor .11 .aslont to the Chan( ellor /or Research and Plamuov. Puna Command\ Colleve,
1.01 son. .1/.

11.10n St, cortngen is an Idnim I liii WI\

0 7



( ;hip lel Ill Itclevt11% tint! lc t cc clutatt.11. Imp, n R, it moor, A.,rottplclitti Rah / 69

111MIN.

ANNUAL MEETING
1996

Chapter Hi

Integrity and Accreditation:
Improving

Retention/Completion Rates



Chaprer III. Integrity and Accreditation: Improving Retention/Cmnpletion Rates /71

Curriculum for an Accelerated
Baccalaureate Degree

Georgia E. Lesh-Laurie
Danny Martinez

Approximately two y ears ago CU-Denser began an arduous ad% enture that took more negotiating and partner
shipping time than we anticipated. but sshich has y ielded us benefits in excess of w hat we believed possible.
This ads eitire w as the des elopment of a formal curriculum for an Accelerated Baccalaureate Degree Option
that: I ) did not compromise the credit hour requirements for the baccalaureate degree; 2) yet, at the same time.
ss ould sase students in excess of one-year in time; and 3 ) could save them and their families one year's tuition
pay ments.

What we will describe is CU-Dens er's program. because we believe that the trials and tribulations we
encountered are "generic,- and would havc to be dealt with in any program one might choose to develop. Also,
although we are an urban, commuter university we clearly believe that the ability to develop a viable program
as quickly as we %sere able to do so. reflected the fact that we already had a strong working relationship with
the school systems in the greater Denser area. We also believe that the uniquenesses that we built into our
program are clearly items that es ery program needs to consider, whether you would adopt them into your
pricgram or not

The ger.. of the idea for this program de% eloped f.rom our interview s with freshmen students who related to us
how they ()ken complete their high school graduation requirements in less than four years. Yet. they preferred
to remain in high school because of athletic or other extracurricular actis ities. From both the Advanced
Placement t AP) program and programs that we had developed (CU-c icceed Silver and Gold). we were also
aware that some high school students may successfully complete college level work while they are in high
school. We were also cognirant of public pressures to see colleges and high schools work more closely to reduce
the time students take to complete a baccalaureate degree. Because of these. it was our hope that CU-Denver' s
accelerated baccalaureate program would develop as a seamless web of relationships between the high schools
and our unisersity to benefit both the students and their parents.

The primary object is es of the CAB Program are to enrich the learning experiences of students and enable them
to plan a course of study that leads to college credit while still in high school. The program does not encourage
early high school graduation or modif: high school or traditional baccalaureate degree requirements. Further-
more, the program is intended to broaden the field of options students have to earn college credit, not limit them
hy intcrtemiig sith or replacing existing programs such as AP and the International Baccalaureate IB ).

CU-Succeed Siker and Gold courses enable schools to include in their curricula content not offered by the AP
or I 13 programs. Furthermore. they pros ide students w ho would not normally enroll in a school's AP or 113
classes an equal opportunity to benefit from challenging. credit-granting courses.

To accomplish the ('AB w hat CU-Denver did was to piggy-hack existing AP courses tv,hich in ty pical high
schools often reflect only interested teachers subjects and thus have no curricular meaning ). and the existing
International Baccalaureate with our existing CU-Succeed programs. Using the C'U-Succeed programs enabled
us to engage a curriculum that made academic sense. that was predictable in terms of what would be offered
and s% hen, and that w as a know n entity to the area high schools. We made it clear to the high schools that we

were not out to destroy AP or the International Baccalaureate. In fact. we w !shed to enhance them using our CU-
Suceed programs.
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The CU-Succeed Silser Program is an academic partnership between UCD and local area high schools that was
developed in 1999 primarily as an attempt to increase the college attendance rate of students with academic
potential, s ho were not serious about going to college after high school. Through the CU-Succeed Silver
Pr( igram high school junior, and seniors have the opportunity to test their academic skills in a challenging
unix ersity course offered in the familiar setting of their own high school. In addition to ec:ning semester hours
of ant \ ersity credit, students receis c information about apply ing tor admission to college and financial aid from
Ct -Dens er student sers ices personnel

The CU-Succeed Siker program's curriculum consists of core curriculum (and additional lower division)
oft ening, trom arious departments of the College of Liberal Arts and Sciences. The courses arc co-taught by
a CT -Denver faculty member and a master teacher horn the host high school. Generally. CU-Succeed Silver
courses are taught during one of the school's regularly scheduled periods and meet five days per week. Students
spend three days with the CU-Denver instructor and two with the cooperating teacher. This schedule makes it
possible for students to earn both unix ersity and high school credits, most of w hich also satisfy high school
graduation requirements.

We mention this because in Denser students are not permitted to register enly for college/university courses
xs hile in high school. Students must enroll for a minimum number of high school courses required by their
iespectis e high school dish ict. TIThis is one of the reasons CU-Succeed Silver ss as structured to use qualified high
school teachers iv, co-teachers. and to hike as inany of the course, a, possible count for high school credit.

Students in CU-Succeed are usually recommended by the teachers and counsellors of the host school.
Approximately 50(4 of the program's enrollment is comprised of minority students. Some of these students are
at risk academically . and many are unsure or apprchensise about going to college. The remaining 50% consists
ot average to high achiesers w hose enrollment is encouraged for the purpose of creating in each class the
di ersity and heterogeneity that students will encounter on a college campus.

Ct .-S ucceed Si Is er began six years ago and has been carefully nurtured ever since. It has grown at a rapid and
consistent rate and in the I 995-% academic y ear, the program will offer 25 courses in 13 high schools with more
than 490 students registered. (IT-Succeed Silver has enjoyed amazing success and. as such, it provided us with
an entree into the secondary schools. Approximately 75'; of the program's participants now enroll in college
atter high school graduation.

The ( -Succeed Gold Program, the other major component of the CAB, offers university courses in the
secondary schools to high achies ing juniors and seniors who has e completed most of their graduation
requirements and are ready tor the challenges of college-les el course work. CU-Succeed Gold courses are
taught bs high school faculty ho hold an honorarium faculty appointment :n an academic department of CU-
Dens er's College of Liberal Arts and Sciences. Individuals granted an appointment possess the same scholarly
qualifications as other adjunct faculty of the University. and they are reviewed. approved, and evaluated by the
CU-Denser faculty of the discipline in w hich they teach.

The CU-Succeed Gold Program began in the Spring of I 994 ss ith the offering of six math c Irses in six suburban

high schools. In the 1995-96 academic y ear. the program will offer more than 50 course, in 21 high schools to
approximately 990 students.

.-Succeed Is thus a major component of CU-Dens er's Accelerated Baccalaureate Degree program. It has
been expanded to allow students more freedom to enroll in these courses if their parents w ish them to do so. The
program continues to require substantial institutional and foundation support. Yet, it seems clear that locally
the vs ord is out that a major university has a s ested interest in its community and is willing to make a concerted
effort to pave a path to its door for high school students whose backgrounds do not include a cultural tradition
of colk.ge.

Once w e had accomplished each of the arious scenarios mentioned, ss e finally releaseJ our chancellor to
announce the CAB program. This occurred during the Spring Semester. 1994. He announced it at a Board of
Regents meeting in a small tow n in the southwest corner ot the state, at least a hve hour drive from Denver. We
are quite certain that we hike no undergraduate students from this tow n. Yet, the result was amazing. We were
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forced to call a press conference the next day on our ov.n campus and the phones simply didn't stop ringing.
Yet, xe hadn't really done anything unusual or out of the ordinar.x. We had hov ever addressed, clearly and
concisely. a concern that the public percei ed to he a problem. and ve had de eloped a map, elous interaction
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Community College-University
Collaborative Assessment to

Better Understand Student Attrition,
Retention, and Learning Outcomes

William S. Johnson
Marian Gibney

Shelly Potts
Billie Hughes

Denice Ward Hood

Assessment has Neel\ ed increasing attention in higher education ov er the past several years. Are we doing what

e ai vkc are doi ng ? Are v%e domg w hat w c think s e are doing? Accrediting agencies are looking more careful l

at student outcomes and student academic achievement. The approach has moved away from a quantitative.

head-count of graduates. to more qualitative. multi-method. student success models.

Ari/ona State Unis ersity ( ASU ), a research univ ersity v. ith approximately 43,000 students, located in the
Phoenix metropolitan area. and Phoenix College (PC). a two-year community college w ith approximately
12.000 students long have heen concerned about the quality of experiences (academic and social) that their
students face. In an effort to understand the barriers and bridges to successful college and um% ersi y experiences.

Project to Understand Learning and Student Experiences) was implemented in the fall ot 1993.

This inter-institutional panel study. based upon the interplay of the mvolv ement and commitment dimensions,
sk as designed to serve tuo purposes. First. to investigate the pmcesses that students go through as they move
through and between college and university systems. Second. to pros ide an existing cohort that facilitates
collection of data on students' opinions, attitudes, and outcomes.

Sample

At ASU. the first phase of PULSE ins olved the collection ol baseline data I rum two groups of students during
the 1993-94 academic year. The first group (500 freshmen) w as randomly selected from the fall 1993 entering
new student population. Purposeful (iv er-sampling ol nunorities ss as used to ensure longitudinal representation:
therefore. all minority freshmen were included in the sample. The second group (500 transfer students) was
selected from the entering transfer student population.

A( PC. the first phase of PI I.SE was slightly different. PULSE began as a pilot project in spring 1994. The
population for the pilot was defined as students enrolled in the general education core courses ot English.
Reading, Math. and Communication. as well as Social and Behavioral Science required courses of Sociology
and Psychology. These courses were selected because students who transfer to four-year institutions typically
enroll in these courses early in their program of study. A total of 1.055 students completed the initial survey.

Instruments

The initial surv ey instrument the Ewe rut e 1. re shonwt "survey, w as de% ekiped AS1 This sur% ey was the basis

tor the PC' instrument. Ihe PhPent.i Cone we Anuirill PuPlile. These survey s included items designed to assess
attitudes and experiences such as:
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pre-college espectations. plans. .ind act is Ines

'Inure e \ peilat

nolnrent including emplosinem. uppiri ss stems. and participation in estracur ocular ctis Ines

tainds and communns responsihilmes

satisfaction ith zicademic. social. recreational. and cultui al e pelience

Collaboration

This unique collaboratis c effort pros ided both insight into the nature of college-unisersits collaboration as ss ell
as a rich scniree of realistic inf ormation about students attending both institutions. Contributing to the success
of this collaboratise effort were the shared goals of the tw o institutions, the common concerns regarding student
outcomes. and the personal comminnent to the projeci's success on the part of the staff at both institutions.

The communits college-unis ersits link is seen as a single component of an educational ss stem in Ari/ona. Mans
Pt. students transfer to ASt., and success is dependent on e penence,, at both instituttons. Obtaining accurate
information about students and sliming this Information w ith each other facilitates student success at both
schools.

On a practical les el. the collaboration allow s for elf icient sharing of resources. The sun es design and scoring
for PC V.as facilitated hs the collaboration w Uhl AS1.. Technologs for the production and implementation of
such an ambitious project is shared how cell the schook. Increased communication between the institutions has
led to a better understanding of the students at each institution. Oserall. the differing perspectis es and
e \pet-tenet:\ lead to a richer model and !mire al:Curate data.

s oh ans project. there are some dif ticulties ith inter-institutional collaboration. Funding priorities ma
change w ithin an institution and maintaining administratise support at both institutions for such a long-term
project can he a problem. The continuity of personnel By the duration of the project and the logistics of
nliiintainmg the inter-Institutions research team can pose other obstacles.

Assessment

As colleges and unis ersit les begin to address assessment issues. baseline data set the stage for accurate outcome
measures. PULSE data has e been used to pros ide baseline information about student needs in the areas of
academic and student support programs and suhsequentls help in planning and implementing programmatic
efforts. As the project progresses. indisidual panels are used to assess student academic, social, and support
service issues. These penothe .snap .shots of students' Ike,. pros ide a inuch richer understanding beyond GPA.
courses taken, and enrollment patterns. The sharing of data between institutions provides the basis I or more
effectis e articulation between the schools. These enhance student suecess and pros ide a model ss [thin ss hich
the college and university can constantls assess the ongoing situation ss ith students. Because mans students
enroll at AS1' after thes, hase attended PC. PULSE is pros ing to he a useful tool to nionnor these students and
their progress a thes mose from one institution to the other
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System-Supported
Teaching and Learning to Improve

Student Performance,
Satisfaction, and Retention

Pat Mayers
Tim Ricordati

Don Carter
Tim Hohmeier

Introduction

Keller Graduate School of Mana,2cment is tking totil quality management (TOIL referred to here as total

quality . in the classroom to incre. .
student performance. sanstaction. and retention (the proportion of students

graduating from the program). Our strategy is to combine two streams of theory and practice. which have a
common origin in the work of John Dewey. hut w hich unfortunately ha \ e become dissociated oVer time due to
historic tensions hetween the fields of education and business. The two streams of theory and practice are:

\ proen educational theory and methodology . mastery learning. lor impros ing teaLning and learning

ii indis idual classrooms

A pros en business theory and methodology . total quality . that permits distribution ol the benefits of

mastery learning to multiple sections. courses, and locations

We zire calling the new instructional ocess -System Supported Teaching and Learning (SSTL).- in order to
einphasiie the enormous potential to be realiied hy increased cooperation among students, faculty, and star f.

and to emphasiie the importance ot support hy educational managers. The new instructional process focuses

on providing hoth faculty and students frequent feedback and correctises using qui//es and retests. It is

supported by

Facult -des eloped and shared item hanks keyed to couise iihectises

Sortm, are kir generating parallel tests and ans\A er keN s

Well-defined administratis e procedures and support

Additional compensatum for the taculty

The process is outcomes-dris en. It is applied to the 20 percent ot courses in w, hich X() percent of attritioi

all application of the l'areto principle).

Mastery Learning

Ntastery learning was des eloped by lienlanun Bloom at the nts ersity of Chicago in the I 9Nls and has heen

applied by his students and many others in the follow ing years. In essence. mastery. learning focuses on
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providing feedback and correctives to students in individual classrooms to bring the majority of the students up
to a predetermined standard. In general. students, faculty, and researchers report that mastery learning.
appropriately applied, results in increased learning, more positive feelings about the school and about one's self
as a learner, and improv ed retention.

While highly successful in mdis idual classrooms. the problems w ith mastery learning hav e come w hen attempts
hav e been made to implement it across multiple sections. courses, and locations. To our knowledge, such efforts
hav e thus far Link ersally failed. The central reason for these failures is the ov erloading of teachers and local staff
ss ith the paperwork, logistics, and added time of pros iding students w ith increased feedback and correct i v es.
Sy stem-Supported Teaching and Learning ISSTL has been specifically designed to address these problems.
Before describing the particulars of the sy stem supports being pros ided we ss ill briefly describe Keller's s ariant
of mastery learning.

Keller's Variant of Mastery Learning

There are many acceptable ariat ions of mastery learning, all centered around feedback and correctly es. Keller
has des eloped the follow ing ariant. The first night of class, students are told that they are not in competition
ss ith each other for grades: all can earn an A. and all are encouraged to ls ork cooperatively. From cooperative
work. both givers and receivers of help w ill derive great benefits that will help them in the workplace. where
the ability to continuously teach and learn vt. ith others is increasingly critical.

The prey iously used midterm exam has been replaced by three or four quures, each lasting 45-60 minutes ot
a class that meets for 3 haurs once a sk ee k . The three or four qui/ /es together take no more in total time than
the midterm cxain.

Prior to a qui/. instructors demonstrate specific examples of a problem type and the variations that occur. They
assign homework that allow s the students to practice on problems of this ty;ie and its variations. The instructors
rev lesk in class the homework undertaken by the students, and they supply feedback and correctives to the
students. On the night of the qui/. the homew ork is rev ievved prior to the qui/. (Other instructors prefer a week's
lag between the homey, ork review and the quia As each student finishes his or her qui/ and turns it in. the
instructor hands the student a copy of the qui/ with the stepwise solutions. This simple dev ice was introduced
by one instructor. Arunas Dap... and has been so positively received by the students that all faculty employ ing
SSTI. hay e adopted it. With the answer keys in hand, the students are actively and cooperatively analy/ing their
mistakes in the hall outside the classroom. w hich fosters collaborative learning.

Class resumes fiv c mulutes after the time limit of the quit, and the instructar asks for and answers any questions
about the qui/. although generally there are v cry few remaining questions.

Students now have the opportunity to retest on the qui/. Each student is entitled to one retest on each qui/. The
highest grade earned is the grade recorded for the same qui/. This opportunity encourages students to
continuously improve. Retests are done Friday evenings at the School from 6:00-7:00 p.m.. when no other
classes are scheduled. There is no charge for the retest.

For any gi en qui/. there are two administrations of the retest, using parallel I orms ot the qui/. irst retest
is the Friday e ening of the week the qui/ was first administered. At this point the qui/les have not been graded.
hut, because of the provision of the answer key. students have a good idea of how they did. The second retest
is scheduled the Friday evening of the follow ing week, after the graded quilies have been returned by the
instructor. The Friday evening retests are proctored by the School and express mailed to the instructor's home
or ssork. hichecr is preferable to the Instructor, and are graded by the instructor prior to the next class.

Students who miss the in-class qui/ may take both of the Friday evening quii/es. but students v ho inks the in-
class qui/ and a tnake-up qui/ have only one opportunity and no retest. The lew students who are in this situation
are offered the prior qui//es and solutions for additional study support.
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In some SST!. classes instructors include a parallel practice qui/ and answer key as a part of the homework. The

taking of the xact ice qui/ is voluntary . hut most students report liking it as a simulation of the actual qui/ they

vs ill take in class. It has resulted in a reduction in the number of retests.

The final exam is comprehensiv e. co ering the content of the entire course. The students are toldthat the qui/zes

w ill not necessarily include all of the content that will he covered on the final exam, hut everything included

on the final w ill have been demonstrated in class with homework and homework review. and students will be

told prior to the final exam ev ery thing that SA ill be expected of them for the final exam. There is no retest option

on the final exam. Some instructors do provide the students with a practice final exam and answer key in week

N. vs inch the students call take at home hem cell class 8 and class 9, and which is part of the reviev, in week 9

tot the final exam in w eek 10.

instructors osing SST! have found that about one-third of the students retest on any giv en quiz, which includes

students performing at all les els. including A-. on the first testing of a giv en qui/.

The Implementation of SSTL: Providing System Supports

As of the February 1996 term, the Keller implementation of SSTL includes the following elements.

An SSTL implementation guide has been written and distributed to all 17 centers. It includes all
procedures. forms, and a training process for slat f and faculty. . In particular, a facultymentoring program

has been established to link up instructors using SSTL for the first time with instructo., who have used

the SSTI. approach successfully. Also included are task requirements of all involved staff. i.e., the

faculty member, center director, secretary, clerk. proctor, item hank manager, curriculum coordinators.

and assigned trainers.

Five of the seven targeted item banks ha% e been completed at the baseline les el. including a minimum

of 15 parallel problems and step-wise solutions for each problem type. for a total of 300-400 items

organized by course objective and problem type.

Quiz generating software has been written and tested that creates quizzes, answer keys. cover sheets,

and labels, with random or individual item selection, within a word processing environment that makes

it easy for instructors and/or secretaries to add, delete, and change items.

All 17 centers hay e been provided with the computer capability to receiv e electronically the quiz

generating software, the item banks. and their periodic updates.

Faculty are paid an additional S250 for each section in which they use the SSTI . approach. Compensa-

tion is in no way related to student grades or retention.

Decisions are made term by term about how many and which sections at w hich centers will use SSTL. A decision

to proceed requires the approval of the instructor, the center director, the regional manager, and a director of

operations. In the February 1996 term. approximately 35 sections (comprising approximately 700 students) at

17 centers in five courses will be using the SSTL approach.

Outcomes of SSTL

erall, students' reactions have been very positive. Representative comments include: "takes a lot of stress out

of exams...provides immediate feedback on learning...ability to learn from mistakes...helps focus on
important concepts...concepts learned are retained better...it encourages learning rather than competition...helps

as we juggle school, work, and home...as a student coming back from a 10-year break from undergrade school.

it has helped me regain my confidence...1 have had to he out ()flown and this approach has allowed me to catch

up."

Overall, faculty reactions hav e also been very positive. Representative comments include: "it pushes the

students to stay on pace...it g i es them some flexibility, and lots of feedback at regular intervals...bottom line.
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student achievement is clearly better with this method...they work harder and they like it...eliminates quiz
anxiety ...1 knew who cared and who didn' t ...lets the student try to continuously improve if he or she wishes
to put out the additional effort...we've given them a pathway for success. a 'road map' if you will."

On the negative side, some faculty have said that a few students abuse the opportunity to retest by not reading
and doing the homework and using the in-class quiz to learn what specific problem types have to be mastered,
then focusing narrowly on those problem types and taking the retest. For faculty troubled by this ploy ofa few
students we have added two options. First, as indicated above, the faculty can encourage broader learning by
the students by indicating early in the term that the final exam will he comprehensive and may have problem
types that were not in the quizzes, but which were demonstrated in class with homework and review. Second,
the faculty can use a practice quiz consisting of all the problem types covered in class, with homework and
rev iew, then selecting from the full domain of covered problem types a somewhat different selection of problem
types for the in-class quiz and each of the retests.

Attrition data for SSTL and non-SSTL students are provided in Table I . At the le-el of four courses completed.
attrition was 46.W; for the non-SSTL students, compared to 24.3( for the SSTL students.

Table 7. Attrition Data for Non-SSTL and SSTL Students

No. of
courses
corn-
pleted

. on,$STL.Sipilenfs
.. .

No. of ruin-
.SSTL students
.completing
the designated
no. of courses

.. .. . . -
Percent of non,,
SSTL students
not completing
the designated
no. of courses

:SSA;
.

No. of sat:.
students
completing the
designated no.
of courses

.
. .

Stild nts. : ... .

- -

..,.
Percent`of- .

SSTL students
not completing
the designated
no. of comes

.,

No. of non-
SSTL students
not completing
the designated
no. of courses

No. of SSTL
students not
completing the
designated no.
of courses

1 2494 199 7.4 182 7 3.7

2 1880 663 26.1 302 27 8.2

3 1514 948 38.5 343 77 18 3

4 1266 1114 46.8 380 122 24.3

This finding needs to be treated cautiously. Clearly, we need to continue the analyses over more time. Also, this
is not a true experiment in that students self-selected which center to attend and which course to take. Theremay
also be a halo effect with a new approach that sk on't hold up over time. The observed differences may be a
function of particularly dedicated faculty using the SSTL approach. Or, the SSTL students may have a lower
level of attrition for a reason not related to the treatment. And so on. There are two critical points. First, from
our perspective the critical data are the consistent positive feedback from the students term after term and the
conviction of the faculty that the students are learning more under the SSTL approach. Second, our data on
improvements in student performance. satisfaction, and retention for SSTL are in line with the data from
hundreds of mastery learning studies conducted over the past thirty years. What is new here is thatwe are using
system supports. including teamwork among faculty, students, administrators, and other staff, to distribute the
proven benefits of mastery learning to multiple sections. courses, and locations.

Quality and the Convergence of Interrelated Problems and Solutions

One of the most powerful dimensions of total quality is the recognition that improvements in quality tend to
solve multiple problems. Improved quality reduces scrap and rework; which increases productivity and
competitive position; which frees resources for price cutting. added features, research and development, or
some combination thereof; which leads to happier customers, who spread the word, and happier workers, who
have less absenteeism and turnover.

7 7
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In education the same dynamic is at work. System-supported teaching and learning increases student

performance. satisfaction. alid retention. s hich creates increased faculty satisfaction and student referrals to

potential students, and facilitates outcomes assessment and new faculty training. System-supported teaching

and learning also stimulates discussion among faculty around course and programobjectives. The increased

re N. enue to schook can he used tOr increased faculty compensation. reduction.: in tuition and/or class size,

additional ser \ ices for students and support for faculty , research and development. or some combination

thereof.

Conclusion

Kellei Graduate School of Management has formulated and is in the process of implementing a new
instructional process that combines total quality and mastery learning to prov ide system supports fOr teaching

and learning to impro \e student performance. satisfaction, and retention. Theclassroom has long been held to

he the private preserve of individual faculty . free to play out their brilliance or mediocrity without interference

or support from the outside. One of :he unpleasant secrets of education at all levels has been the agreement.

largely, unspoken. between teachers and administrators that teachers w ill get no real support from the system

and in return the sy stem w ill not interfere v5 ith the indi idual teacher's control of his or her classroom. This is

As hy in our \ iew total quality has heretofore been applied to almost everything in the university except the

classroom. Now the relationship between the classroom, the school, and the larger society, is changing under

the stimulus of larger social and economic forces.

Our greatest hope is that our \yolk. and that of othc.rs orking to apph total quality in the classroom, w ill

contribute in some measure to the creation of conditions of true self-control for teachers. In such an environment,

educational management w ill pro \ ide appropriate leadership in involving faculty in defining. operational izing.

and communicating course and program objectives, providing feedback on how they are doing relative to the

ohiectiv es. and ensuring that teachers ha \ e the resources the \ need to accomplish the obiecti \ es. Then, and only

then. w ill teachers be able to assume the role of honor and dignity in our society that they so much deserve. hut

ha \ e been so long denied.

Pat Movers is Vice President frrr Academic Allatr5, Keller Graduate School of Mourrizemera, Oakbrook

crrace.

TIM Rail/rill/1i IA National Director of Operations, Keller Graduate School of Managenumf Oakbrook

I (Trace. II..

norr Carter r Dm., his lit Ai adenlit OperatiOn.r. KclIcr, Graduate School ol ,llanagement, Oakbrook

Ti'rrace.

I tin Oire( tor Dryelopmenl Giadaalc .School of Manageou'ut, Oakbrook

rerl Os e. IL.

7S



Chapter III. Integra% and creditanon: Improving Retention/Completion Rate% /81

Exploration of the Barriers to
Timely Degree Completion

Burton 0. Witthuhn
Jamie L. Carson

Danielle M. Brush
Charles M. Evans

The public perception of higher education is. in part, tied directly to the time required to complete a bachelor's

degree. How long is too long? Parents paying for the fifth and sixth year of a college education will have a
different perception from parents v ho only pay for three or four years. Is the issue really time or is the issue really

cost? Taxpayers. too. hat e a vested interest in student persistence and timely degree completion since public

moneys undergird both the public and private institutions of higher learning. Questions of accountability.
integrity. and responsibility that arise need to he fully addressed in order to make the educational enterprise as

efficient and cost effectit e as possible.

Background

During the 1994-95 academic year. a study supported by a Higher Education Cooperation Act (HECA ) was
conducted to determine the feasibility of more timely degree completions. With input from community colleges

in Western Illinois. college graduates from Western and Eastern Illinois University. and current students at

Western, a monograph was compiled focusing on barriers, strategies. and recommendations for timelydegree

completion ( Witthuhn, 1995. 37 ). This presentation is directly based on that timely degree study.

Experimentation with the Time-Shortened Degree

As the acquisition of academic crei ntials becomes increasingly expensit e, institutions are strongly pressured
to modify their educational delivery to promote timely degree completions. A time-shortened degree is not a

new concept in the United States. Efforts to modify the traditional four-year time pattern has a long history. As

early as 1640. Harvard initiated modifications to promote faster degree completion. The agenda of most

institutions has most often been an outcome of forces external to the academy. War, economic conditions.

increasing college costs, changing work patterns, increased part icipation of women in the work force, and other

external factors have caused universities and colleges to implement methods to promote the movement of
students through the higher education sy stem as quickly and inexpensively as possible ( Van Gelder. 1974, 2).

The first American colleges modeled themselves after the four-year programs of the English institutions of

Ox ford and Cambridge ( Mei nhert, 1974. 5 ). However, when Harvard College experienced financial difficulties

in I 639, President Eaton was forced to close Harvard's doors fora full year. When the collegereopened its doors

in 1640 under new President Dunster, a three-year curriculum was offered to compensate for the lost year.

Howe% er. this experiment was quickly halted due to pressures to maintain curriculum standards and norms. The

four-year program was reinstated to demonstrate the quality of educational programming (Van Gelder. 1974,2).

With unprot ed secondary schooling and the growth of German universities that implemented distinct school

divisions of special tied studies, the English institutions reduced their four-year program to three years. Several

American institutions such as Brovvn. the Lawrence Sc lentil ic School at Hart ard, and the Scheffield School at
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Yale des iated from the I our-sear standard and established a three-year program to model themselves after the
Oxford and Cambridge curriculum standards. How ever. many educators considered the new Bachelor of
Science and Bachelor of Philosophy degrees from these institutions to be second class credentials, and these
curriculum programs w ere soon returned to a four-year plan of study I Meinhert, 1974, 6-7).

The greater number of high schools in the 1860s once again encouraged institutions of higher education to
rees aluate their degree requirements. Han. ard President Eliot felt that the new maturity of freshmen, the
improved training and duph.cat.on of ctiursework from the secondary schools, and the expansion of the
professional and graduate education would enable colleges to reduce the time of degree completion. Eliot's
belief was shared by educators at Johns Hopkins. Columbia. Clark, and numerous other institutions. Each
attempted a three-y ear baccalaureate hut failed to establish a permanent program because of faculty opposition
and the introduction and competition ! rom the emerging junior (community) colleges (Phipps, 1982. 300).

Robert Hutchins. President of the University of Chicago from 1929 to 1945. had a further impact on the curriculum
structure of higher education by att,Nnpting to combine the last two years of secondary school witIt the first two years
of college. Students were admitted to college prior to graduating from high school and were allowed to proceed
through college as fast as the y. could pass their proficiency examinations. Courses, credit hours, and other
requirements were replaced w ith the student's performance on these examinations (Hoffman, 1974, 9).

'Hie greatest impact on the higher education community occurred immediately atter World War II because of
the tremendous increase in the number of students attending college. In order to provide access for these
students, a number of institutions designed plans that integrated the summer semester into a year-round
curriculum schedule or allowed students to carry heavier courseloads to reduce the total semesters of study
( Memhert, 1974, 14-15).

Once the Vietnam War ended, the changing workforce, the increasing maturity of students, the increasing
duplication of coursew ork, and the increasing cost of education were cited as reasons for the pressure to again
modify the educational delivery system. Past efforts to change the curriculum structure and the time of degree
completion were revisited and new ideas were developed to shorten the time of degree completion. The most
commonly used methods included early admission of high school students, competency evaluation, time
reduction, testing and assessment, better high school to college articulation, and a revision of degree
requirements. Testing and assessment were particularly popular methods because they allowed students to he
awarded credit for acquired knowledge. Advanced Placement (AP) and the College Level Examination
Program (CLEP) were des eloped in the 1950s and were used nationw ide to help thousands of high school
students receive advant ed standing in college ( Meinhert. 1974, 35-36).

Experiences with Students

While the es idence of history suggests that external influences do affect timely degree completion. the views
of current students on this matter are instructis e. In a questionnaire using both open and closed questions.
circulated to a random sample of students at Western Illinois University. 66% of the respondents affirmed the

'belief that one could complete a degree in fewer than four years. Juniors and seniors tended to agree more
strongly with this perception than did freshmen and sophomores. When asked if they would want to graduate
in fewer than four years if it involved a more rigorous curriculum, approximately 50% of the sample group
indicated that they would. Even when the issue of extracurricular activities was raised, a surprising 49% of the
students said they would he willing to sacrifice these actis mes if they could finish their degree in less time.
Witthuhn. 1995, 1 s I.

Given these perceptions ot students, it was necessary to determine if students were aware of existing fast-track
options. With regard to advanced placement. only 15% of the respondents indicated that they had received credit
hy taking such courses. Similarly. only a limited number of students indicated having taken advantage of CLEP
testing as a method ot earning college credit. While 42(4 of the students knew they could earn credit by taking

.EP exam.,. only I 2(4 of them had ever taken such an exam. A significant number of students were under the
impression that it was not worth the attempt at taking the exam since the exams were perceived to be quite
challenging and often difficult to pass Wuthuhn. 1995. 19 ).
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Finally, the respondents were asked to describe the greatest barrier they had experienced to timely degree
completion. All in all, the students came up with 36 different barriers h:ndering their successful completion of
a degree in four years or less. While there were a numbei of diverse and unique responses, some of the more
common barriers included lack of courses offered by departments. change of curriculum, and the lack of
knowledge about the options available. A significant number of students also mentioned limited financial
assistance for summer school, poor addsement, and faculty opposition to fast-track curricular options
Witthuhn, 1995, 20

Action Strategies for Promoting Timely Degree Completion

(iiv en the focus of this study and presentation to identify harriers preventing students from finishing their
degrees more quickly. it is appropriate to present strategies for overcoming the barriers. While some of these
recommendations may be more pertinent to a given institution or individuals than are others, the following
suggestions represent options that can he accomplished with minimum expenditure of resources and without
diminishing program quality.

Institutional Agenda

Use brochures. fl!?ers. and other infOrmation pieces to promote CLEF). AP. independent study. and
proficiency options at your um ersit).

Encourage gifted high school seniors to enroll in introductory community college or university
courses.

Design college catalogs, brochures, and scheduling materials to he consumer-friendly.

Address issues and needs that arise concerning financial aid such as scholarships. tuition waivers.
and grants.

Counsel parents on the financial advantages of a timely degree completion.

Promote a consumer-centered focus in the advertisement, counseling. instruction. pre-admission
recruitment, orientation, and retention activities.

Counselor Agenda

Promote advanced placement options with interested students.

Participate in counselor training sessions and other activities for update of current information such
as registration procedures, program changes, and new course offerings.

Assist students with satisfaction of deadlines of scheduling, testing. and matriculation issues.

Faculty Agenda

Design curricular tracks that w ill allow student., to finish their degrees in four years or less.

Adv ise and encourage disciplined and motivated students to finish their degree in a timely manner.

Make the student central to your course delivery.

Develop outcome based testing to ensure that life experiences and pre-learned competencies are
rev% arded.

Student Agenda

Attend career placement sesslims or testing that will narrow selection of career options.

Meet with advisers and academic personnel on a regular basis.

8 1.
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Balance \ our academic schedule Vs lib social acti\ ties to pre \ ent acadeinic stress and burnout.

Cal r the mammum courseload allowed by y our grade point a \ erage.

lnqu:1e ahout options such as CI .E1' and AP as early as possible.

A \ tad changing y our eurriculum atter y our sophomore year.

Conclusion

The authors are con \ need that a degree need not take more than four \ ears for a student enrolled full-time. The
strategies described can assist institutions seeking to promote timely degree completion todo so. While it is true
that students today, may e \perience harriers hindering timely degree completion. these barriers can he removed
if the appropriate actions are taken. Our study has strongly supported the conclusion that it is possible for any
tradittonal student to finish college in a timely fashion. There are several steps a urns. ersit or college can take
to assist students who are committed to succeeding in college and graduating in a timely manner. This session
w ill help to make these strategies clearer.
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Truth in Nurture:
Assessing the Institution's

Critical Thinking Commitment

Paul Grawe
Robin Jaeckle Grawe

During the 1994-95 academic y ear. a group of ten professors at Winona State University received grants from
the Bush Foundation and from Winona State University to undertake a major assessment of critical thinking at
WSU. El%entually. the tw o major grants were supplemented by several smaller grants from Winona-area
businesses and grants-in-kind fron. A number of departments and offices at Winona State University. And
ultimately, the assessment focused on a total of 290 critical thinking dimensions, far more than the number in
any prior model considered in the design.

Assumptions of the AssessmentWhy so many Aspects of Critical Thinking?

Behind the development of the Critical Thinking Inventory (CTI) questionnaire was the assumption that
"critical thinking" is not easily defined as a relati% e few thinking techniques to be taught by any single
department. This. of course, runs counter to many departments' self-concepts. "Critical thinking." for example,
is often thought to deal with inductive and deductive reasoning, with enthymemes and syllogisms, all of which
may he co% ered in depth in a course in logic or somewhat more summarily in a communications or composition
course as the "thought" component of public speaking or of good writing. Yet, when we asked advice from the
business community. the enthusiastic response was. "Oh yes. we do critical thinking all the time: it is our
business!" ----followed by a list of problem-solving skills, none of which could he considered a component of

Incidentally , when we finally tested the 290 thinking dimensions within the entire WSU faculty, we found
the faculty in little more agreement with itself about what constitutes priority critical thinking than we found
hetw een humanities departments and the business community.

Circularity in the Present, Popularized Critical Thinking "Debate"

Our attempt to compile a rapidly expanding list of critical thinking dimensions thus became a commentary on
the critical thinking "debate" currently raging in the United States. "Debate" is in quotes precisely because the
popularized version is either non-existent or bogus. Instead of a debate, there is a general societal coneensus
that higher education cannot afford to be an education about facts or even about practical skills. Instead, because
of a perceived rapid expansion of knowledge. education must focus on teaching thinking, especially higher
le %els of thinking that we compliment with the adjective "critical."

The complaint that American higher education is not doing the job of teaching students to think well may ha%
hegun in the business community or elsew here. but paradoxically, the condemnation is easily accepted withi
academic circles. We as academics, after all, got into the business precisely because we liked to think.
particularly to think higher and bigger thoughts. So when accused of not teaching thinking well, we are cut to
the quick hut inwardly pleased that someone care% that we teach the thinking we always wanted to deal with.
So ssc return to our classrooms rem% igorated to do a better, more enthusiastic job of teaching critical thinking.

Ot course, hy "critical thinking" we mean exactly what we thought we had been teaching all along. We just need
to he more enthusiastic about it. And so chemists among us do a more sincere and fervent job of teaching the

84



88 / Collection of Papes on Self-Study and Institutional Improvement, /996

thinking skills that make for good chemists, the philo:,ophers wax eloquent teaching the skills of logic, the
communications faculties renew their zeal for teaching the thinking skills necessary to consistently reach
audiences, and the business professors get all the more explicit about the rationality of organizing a profitable
modrrn business. And not infrequently, we all get together in the faculty lounge and deplore the fact that the
university isn't preparing students !o think betterby which we mean, of course, to think more critically with
the kinds of skills we ourselves prioritize in our own teaching.

Integrity, Truth, and Nurture

Is there any alternative to the current "critical thinking debate- as this kind of a ciicular. tautological exercise
in futility and feeling good about ourselves? We believe there is. The first step out of circularity is the recognition
that "critical thinking- is a huge set of thinking skills that normally must be learned somewhat separately but

must be successfUlly employed in combination. The CT1's 290 dimensions are an indication of that immensity,

not a definition of its full range.

Second, we believe that academie faculties must learn to respect the full range of critical thinking concepts. not
just their own discipline's range or even their college's range within the larger university. If the chemistry
department treats with contempt the thinking skills typically taught in English and English treats w ithequal

disdain the thinking skills taught in chemistry, then we are seriously belittling the nature of higher thought to

ourselves and giving our students reason to choose self-serving sides rather than to become educated to navigate
an uncertain future with fully operative minds.

Third. we believe that, having recognized and respected a huge corpus of critical thinking skills, academic
communities are then capable of recognizing the "critical thinking truth or truths- of that community. The

important truths are the truths of nurture. We are in the business ofnurturingdeveloping, growingthought,
or w e aren't in the business with integrity. But once we recognize how much thought we are responsible for,
it is obvious that none of us can do it all. So any institution, any college within any university, any department.

or any instructor ultimately can do no more than nurture some small number of aspects of critical thinking.

And to do that part of the nurturing business honestly in the face of an increasingly distrustful polity, we need

some clear measuring tools to show what we are about what we are in fact nurturing and how well we are going

about it.

We need this measuring, first, to keep UN out of circularity and into strategies of tetiching better. We also need
this nurturing measurement in order to respond to public scrutiny with integrity.

In this context, the inspiration for the CTI is largely the impetus of WSU President Dan et1 Krueger, who has

argued from many national platforms that we in education, especially public higher education, must recognize

that "what is measured is what is valued: what is valued is what is funded." If we cannot tell parentswhose
lives hase been devoted since the infancy of their children to raising funds for their children's higher
educationwhat it is in thinking that we will be growing in their children and by what methods we intend to

achieve that growth. we cannot be surprised if parents see colleges only as expensive ways to buy union cards

to professional employ ment. If we in public education cannot tell legislators what kinds of thinking our students

are learning to do more of and how we are getting them to do more, then legislatures will lean increasingly toward

the public's jaundiced view of our endeavors.

Developing an Honest Institutional Profile of Thought

The CTI was eventually administered to better than 120 students representing a random cross-sample of the

University. For each critical thinking dimension, students were asked to indicate how often on a I (Very Often)

to 5 (Never) scale they had engaged in that particular type of thinking in the last 12 months.
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Among other data, students also indicated three key nurture correlates:

their grade point averages

their class let el (from first-year to senior),

their personal satisfaction with themselves academically as a composite of five affective questions.

It was then possible to establish for each of the 290 critical thinking dimensions the mathematical relationship
between the dimension and each of the nurture correlates. We would argue that these three correlations are each
measures of nurture:

the nurture of thought indicated by higher grade point average for those who do more of the thinking
dimension,

the nurture of thought indicated by increased use as the student nears graduation.

the nurture of thought indicated by increased personal academic satisfaction for those who do more of
the thinking dimension.

It is important to notc that we are not arguing that the absolute level of thinking for any dimension is a nurture.
For any particular dimension, it may easily be that Harvard has a much higher absolute level of thinking than
Winona State. though probably some other dimensions go in the opposite direction. In neither case does this
show anything directly about nurture. Harvard self-selects certain kinds of students, and so does Winona State.
And in the self-selection, there is every reason to believe that a student body inherently does some kinds of
thinking more and some kinds of thinking less. That is neither to Harvard's credit as a teaching institution nor
to WSU's as a teaching institution. As teaching institutions, we must hat e the integrity to ask, what skills are

e teaching to he more employed and by what means are we so teaching. The Three Nurtures, mentioned above
provide a telling profile of what an institution dedicated to teaching is really accomplishing.
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Collaboration Between General
Education and the Major

David Chattin
John Nichols

Perspective

Just as Copernicus revolutionized the geocentric system into a heliocentric one. e ask the reader to consider
the possibility of a "Copernican Revolution- in higher education, the result of w hich would he to see general
education, not the major. as the center of gravity of the undergraduate experience. The major, the minor, and
electives, then, would orbit around general education as the most massive and the coherence-causing body in
the academic system.

Several distinct lines of reasoning converge on this Copernican way of seeing things. We like, first of all.
Aristotle's notion of an "architectonic- science (for him it vs as Politics ). one that brings into coherence the
contributions to the good life of the more particular sciences, just as the architect harmonizes the w ork of
different artisans into a meaningful whole. There is also Cardinal Newman's image of a liberal education where
students live among "practitioners of all the disciplines,- each of which is partial and abstract in itself. In the
uni ersity setting. these disciplines come together to "balance, complete. and correct- one another and ( more
positively ) to "support. rely on. and aid" each other.

More recently. Joseph Kockelmans of Penn State has written about the "transd iscipli nary- function of general
education in knitting together the meaning that the separate disciplines have created out of the vast repertoire
of human exuerience. And Paul Hirst, a British philosopher of education. in defining liberal education as
essentially a "comprehensive- approach to the human task of making meaning, requires that a liberal education
consist of mastering. on a generalist's and not a specialist's les el. every one of the ses en principal intentionalit ies

( a)s of knowing) that he identifies.

What all of these people have in mind coalesces around our metaphor of a Copernican Revolution. A
substantive, coherent, and coherence-generating general education program has the mass and the force to keep

all the other parts of the undergraduate curriculum from becoming "exorbitant- (Newman), that is, from going
off on their own tangent and creating a self-centered and one-sided world of meaning cut oft from dimension%
of human experience that are missed by such a concentration on one intentionality.

A second request that v;ie make of the reader is to adopt. in all that follows, the point of view that the student
has on the undergraduate curriculum. For students, in this Copernican system. there are two principal elements,
general education and the major, the first because this is how the college they e chosen to attend strives to attain

its mission with all of its students, and the second because this is how students have chosen to prepare themselves
for life after college. Now the question we want to investigate is: "What will result for student grow th and
des elopment, if these two principal components of every student's one and only undergraduate experience work
together deliberately and systematically, and not just accidentally and serendipitously, throughout all eight
semesters? Can general education and twenty -some majors not just co-exist inure or less peacefully on the same

campus but truly co-labor at student development

The College's Core Curriculum

Saint Joseph's College in Rensselaer, Indiana, has a greai ads antage in undertaking such a pilled, because it
has had a %sell-established 45 -semesier-h4mr Core program in operaiion since NM. hach of thc semester

8"



Cnapter IV. General Education/CI-meal Thinkink, /91

segments of this Core, all of which are required of all students, is designed and taught by a team of faculty from
up to six or seven different disciplines. so that a good two-thirds of the full-time faculty are involved in Core

in any given semester. A brief sketch of the parts of Core is as follows:

Core. . ;Part Credits

Core 1 Contemporary America 6 credits

Core 2 The Modern World 0 credits

Core 3 The Roots of Western Civilization 6 credits
I

Core 4 The Christian Impact on Western Civilization 6 credits

Cores 5-6 Humanity in the Universe 2 x 3 credits

Cores 7-8 Intercultural Studies 2 x 3 credits

Core 9 Toward a Christian Humanism 6 credits

Core 10 Christianity & the Contemporary World 3 credits

The first four parts of Core ( freshman and sophomore years) have a chronological principle of organization. the
next four Core segments are thematically organized (junior year), and the senior year (Cores 9 and 10) is

explicitly integrative in its structure arid purpose.

Over the years that the program has been in operation. the faculty has come to agree on a set of six goals for Core

over its eight semesters. Each Core segment gives varying degrees of emphasis to the different goals depending

on where a segment comes in the progression from freshman to senior year and on the focus of its content. All

ten of the Cores work on cognitive and communication skills development and create academic community. All
of them likewise emphasize the valuing dimension of the readings and issues that are discussed. Roughly half
are more explicitly religious and Christian in such discussions. Finally, the interdisciplinary and integrative
goals of the program receive increasingly intense emphasis as students enter their junior and senior years. This
occurs because the students are more experienced in Core and also because they have by then learned how to

make sense of the world via the intentionality of their majorwhich they started in the first semester of their
freshman year! And this is precisely the realization that prompted the project we wish to present.

Our FIPSE Project

Fortunately. we were able to convince several program officers at F1PSE that this was the next "neat idea" for
American higher education to investigate. After years of general education reform and more recent efforts at
re-formulating the major (particularly by AAC&U ) in separate projects, shouldn't the two parts be brought
together? This notion is particularly appealing, if you take the student point of view on the undergraduate
curriculum. So we got a grant of about $147,000 over three years to develop and implement this idea.

Our project worked %kith four to six departments each year. and in that way we covered about 90% of the students

with a declared major and 45 out of 50 full-time faculty. The departments involved were the following:

1993-94-Communicattons, Education. History, Psychology

1994-95-English. Management, Marketing. Mathematics. Philosophy & Religion. Political Science

1995-96-Accounting-Finance. Biology, Chemistry, Music. Sociology & Human Service,.
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The o erall goal of the project. to establish collaboration between the Core Curriculum and the majors offered

by the College (over all eight semesters I. was specified into five objectives toguide the work of each department:

develop an eight-semester plan tor the major, distinguishing courses into introductory, intermediate.

and advanced:

specify learning outcomes by level (#1 ), for certain key courses, or even for each course:

ork out ways of assessing attainment of those outcomes by means of specially designed course

assignments, critical point performances. or external measures;

determine what the department contributes TO the Core Curriculum ( what should every graduate from

the College know about this discipline?): and

decide specifically what skills and content the department will make useof FROM the Core Curriculum

as students progress through the major.

AccompHshments

The most important thing that w as accomplished by this project--BY FAR!was a shared vision of the
complementarity between the Core program and the majors. coupled with a common commitment to an ethos

of collaboration. This accomplishment is intangible, and certainly difficult to measure systematically, but we

can point to numerous behavioral manifestations of this spirit.

Some departments have changed writing assignments in their freshman courses, so that they reinforce the skills

development work in Cores land 2 (summaries, position papers). The progressive bibliographical assignments

in Cores I to 4 (periodicals, stacks, reference room, all three sources) have also been synchronized with research

expectations in major courses. In the Core writing program, professors give students the leeway to select a paper

format that is most appropriate to their major. provided they maintain consistency.

Content played a role in the collaborations too. Both English and History rely on the Core program to cover

certain areas of the world (e.g., literature in foreign languages) and certain time periods (the ancient world), so

that the list oi departmental course offerings can be trimmed. Some programs count parts of Core for external

accrediting purposes. And some departments owe a large portion of their reason for being in the College to the

role that the) play in Core (philosophy, religion, English, history). But the department that caught on the best

to the whole spirit of the project was Communications, because they actually specified the level of Core that

their majors had to complete as a prerequisite for each of their intermediate and advanced courses. By requiring

Core segments as prerequisites. they knew they could presume certain content and a particular level of skill

development on the part of everyone enrolled in the class.

Some departments were motivated by the project to discover things that they ought to be contributing to the growth

and development of all students at the College: the math department is developing ways to enhance quantitative

reasoning skills for all students through the Core: Music is reworking its contributions to Core lectures; and the

Commerce Division has made the delightful discovery that its knowledge about and expertise on issues of the

contemporary world are very much needed and welcomed by their colleagues in other disciplines.

Assessment

Because of the lengthy series of federal and foundation grants that the Core Curriculum has attracted to the College

(more than $4 million since 1976). the institution has acquired considerable expertise in assessing its general

educwion program. CAAP has proven useful, when funding is available to pay its price. The tried and true instrument

with a national data bank that has been the most enlightening is Bob Pace's CSEQ (College Student Experiences

Questionnaire ). We have used this instrument every other year since 1980 and find it extremely informative, both at

the item and at the measure levels. We have also constructed a "values inventory" for ourselves using the OPI and

the CPI as guidelines. With our attunement to student progress overeight semesters in this project. however, we have

also gone back to some earlier studies of "what happens to students as they progress through Core?" by means of

structured individual interviews and focus groups (e.g.. what do senior biology-chemistry majors see as the strengths

and weaknesses of Core?). And from time to time. we do a fun, "snapshot" assessment: for example, ask seniors tr..
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w rite down w hat they' see as the "top ten- eents in the evolution of the AA odd, then see how many of them are pre-

twentieth century and outside America and Europe.

A tremendous amount of progress, however, was made during this project in assessing student academic achieveinent

in the tnajor. Our English department, for example, produced a wonderful (and assessable) descriptive statement of
what the graduate from their program ought to know and be able to do. Philosophy discovered that, once they had
assigned courses to one of the three levels, they could rather easily describe the performances they would want to see

in student papers in each course. And the Political Science group produced the exemplary document for the whole
project in terms of brevity, accuracy. coverage of all rive objectives, and integrity of the major.

But the biggest problems with assessment concern building it right into the work of the courses themselv es, so
that faculty will see it as integral to the task of teaching (and learning). Our hest product in this regard came from
our psychology department. Their stroke of genius was to construct a four-by-four matrix that focuses on four
critical skills (related to content, of course) and four key courses (one in each year of the major). The four skills
were selected on the basis of what a psychology graduate ought to know and be able to do, and the four courses
were chosen ( out of fourteen in the major) as critical points in either the student's progress in developing a skill
or the student's mos ing into a different area of psychology requiring different skills.

Conclusion

Somewhere. way hack near the beginning of this essay. we asked "w hat can happen for student growth and
development, if we get general education and the major to work together'!" Before closing, we'd like to translate
that ague question into one that is answerable on the basis of empirical data. Bob Pace's 1990 monograph on
the CSEQ. The Undergraduates. analyzed all of the data accumulated from the CSEQ over the twenty-some
years of its use according to four categories of institutions, among which were selective and general liberal arts
institutions ISLA's and GLA's). And he painstakingly demonstrated how the SLA's showed up as "the best of
all the types of institutions- in the CSEQ data.

Now Saint Joseph's College is clearly a GLA institutio, . however you kk ant to de fine that category. But there are some

measures on the CSEQ (for example. gain in writing skills, ability to work in a team situation, analytical thinking)
on w hich our outcomes equal or exceed those of the SLA's. And there are several other measures where there is what

we judge to he a "surmountable- gap between our scores and the SLA scores. Therefore, we have formulated as a
testable hypothesis for this project that successful and full implementation of collaboration between general education
and the major will achieve SLA-level results on the CSEQ at a (iLA institution.

Another measure of the success of this project is behavioral and can be erified via observation and inters iew s.
By the time our .-,tudents are seniors and get involved in the job search, they will have been through six or seven
semesters of this collaborative curriculum: at least this will be the case in 1998 and beyond. As a result, they
should of their own accord ( that is, automatically and spontaneously ) use the Core Curriculum in their resumes
and job interviews as their "differential advantage- in the job market. Graduating seniors ought to be aware of
their general education Core as the center of the coherence that they experience in their worldview. a coherence
that is far from static but functions dy namically as the condition of possibility for connecting know ledge across
disciplinary borders.

Of course what we really want to "come out- of this project is far more than data on the CSEQ and an awareness
of coherence on the part of seniors. We want students to be both incipient experts in one way of knowing (their
majors ) and also to he able to bring to bear on the issue at hand relevant perspective% and content from a plurality
of other disciplinesand do it in a way that respects the methods and criteria of evidence of those other fields.
To put it in the Copernican terms with which we started this essay. we expect graduates to have an intellectual
stance that incorporates both special izat ii m and the integration of multiple perspectives. becai ise that has been
their academic culture throughout the eight semesters of the undergraduate experience.

David Chattin / A Chair. Psschologs. nepartment. Saint Joseph's College. Rensselaer. IN.

John NI, /101.5 o. NH' %tili,o4ohc,/ IJi hrirk Prob. Philu.wph Si. Joveph..5 College. Rensselaer. IN.
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Designing and Measuring
General Education:

A Model for Developing and Teaching a
Core Across the Curriculum

Guy Altieri
Patricia Marvel li Cygnar

Introduction

The reports generated by the Association of American Colleges (Integrity in the College Curriculum, 1985),
the National Endowment for the Humanities (To Reclaini a Legacy. Bennet, 1984), and the National Institute

of Education (Invofrement in Learning, 1984) are in combination generally credited for giving reason for and
shaping the discussions that have lead many campuses to change their curricula. Fueled by these debates, the
six regional higher education accrediting associations exerted increasing influence for core curriculum reform.
Additionally, in recent years, most state departments of education have expanded the emphasis they place on
the need for a strong and relevant body of required general education in undergraduate degree programs.

In response to this well documented movement, many colleges and universities have changed their general
education requirements. They have done this by both expanding the core and making the specific components
more defined and more relevant to the demands students will face after their college years.

Diane Halpern and others have written about the changing college classrooms of today and how the time has
come to establish a "culture of evidence" for improving teaching and learning (1994). The systematic
institutional assessment of student outcomes has over the last few decades moved from being a good idea to
becoming an expected practice at all levels of education. This relatively new emphasis on the assessment of
student learning outcomes has also added interest and necessity to better define and accomplish general
education in undergraduate programs.

It is not surprising that the curriculum reform movement also has taken root in community colleges. They have
in large numbers joined the other sectors of education to review and analyze their curricular structures and
specific general education degree requirements. Community Colleges, however, have taken on the challenge
with a special apprehension. For them, the task has been especially difficult given the diversity of their student
populations and the wide variation in their curricula. They have had to find ways to strengthen the "core,"
without undermining the specialty components of many two-year occupational degree tracks, most of which
include a total of only I 8 to 20 courses.

At Washtenaw Community College (WCC ) in Ann Arbor, Michigan, this problem has been addressed by using
an innovative approach that directly serves to develop a strong core of "common !earnings" in a cross-
disciplinary manner. The WCC core not only provides students with the needed specialty study in their chosen
field. but also enhances faculty cross-curricular knowledge and perspectives, and provides the College with a
unique curriculum model that integrates aspects of general and occupational education. This article provides
a description of that model and reports on how WCC is now teaching and planning to improve its core across

the curriculum.
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WCC Curriculum Challenge

Washtenaw Community. College was founded in 1966 as a comprehensive community college with a special mission
in career or occupational education. Like many community colleges born in the 1960's, it grew substantially in its
first thirty years, increasing to 10,000 credit students spanning 74 programs as of Fall 1995. Employer specified. job
related, occupational courses dominate the content of most of WCC's degree programs. Required general education,
although the specific requirements varied greatly among various program areas, was historically only minimally
present at the institutional level. In fact, up until Fall of 1993. the only institutionally required general education
courses were English writing and political science.

Recognizing the need to strengthen its core curriculum requirements. and prompted by the North Central
Association's (NCA) new accreditation requirements and criteria (N('A. 1994). the faculty at Washtenaw engaged
in a two-year project to create a new model for meeting the general education needs for future associate degree
students. The goal was to find a solution that met five criteria:

the expectations of the regional accreditation bod) (NCA) and various program accreditation groups:

the faculty's beliefs on the qualities that students will most need, regardless of their program area, in order

to live and work effectively in the twenty-first century:

the faculty's desire to retain program design flexibility within departments. and to avoid a required set of
courses or distribution requirements;

flexibility of course selection by students so that they could still pursue a "General Studies Degree" to meet

their interests and educational objectives: and

the desire of the administration and the governing hoard to see the general education component
strengthened in a cost-effective manner that was student centered, and also responsive to the educational

needs of the service community.

All five of these factors contributed to shaping a "core- solution. Each influenced the core in different ways. In the
end, all the criteria were met in a way that worked for Washtenaw, but the challenge was substantial.

A Core Developed by All Faculty for All Students

Lead by the efforts of a 16 person (11 faculty and five administrators) core curriculum committee, the WCC
faculty spent the 19g9-90 and 199()-91 academic years reviewing and debating the merits of traditional general
education models, as well as innovative proposals to address the task in a non-traditional fashion. The
commonly used approaches that either establish distribution requirements or construct a series of courses
required of all degree students were rev iewed as part of the study process. These traditional approaches to core
!earnings were tested, yet broadly rejected by the faculty. In particular. many faculty expressed dissatisfaction
with the cons entional approach of reducing the number of program specialty courses to "make room" for the
expanded core. Most felt a better approach could be created.

In the end. WCC did find a better approach. Although the traditional academic territories and departmental
workload interests played a large role in the deliberations, the predominant thinking was that general education
is most effective when taught in a cross-disciplinary fashion. It was expected to effectively work with a div erse
curriculum and student body. and also secure widespread faculty acceptance. but most importantly, faculty
commitment to teach the common learnings across the full curriculum. After much study and debate. the College
chose to express the curriculum ideal of seeing the unity of knowledge and the value of core learnings being
taught in many subject areas, preferably in an applied fashion. Similarly ideal was the desire to have all the
faculty specify. develop, and deliver the core. For most of the general education learnings. they became
embedded in career education or specialty liberal arts courses. Consequently. by teaching the core across the
curriculum. WCC chose to make the core extremely relevant for all faculty and for es ery degree student,
regardless of his/her program, area of interest, and/or concentration.
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The decision to make the Washtenaw Core a series of learning elements that could be taught within many different
subject areas promoted much informal faculty professional development. Through dialog, each faculty member had
the opportunity to enhance his/her cross disciplinary knowledge, as well as expand their appreciation for the
work of their colleagues. Many intense debates occurred during this time over the descriptions and levels of the
core elements. The end result was a core curriculum model that provides all the faculty the opportunity to
develop and teach the common !earnings in a manner that provides valuable applications for students in every
program area.

Description of the Core

Washtenaw's Core Curriculum is made up of twenty-four core elements that are clustered into eight categories:
four skills categories and four content categories. (See Table A on the following page for the twenty-four
elements.) The skills categories are communication, critical thinking, mathematics, and computer literacy. The
know ledge categories are art and humanities, natural science. technolo2y, and social sciences. These are typical
categories for a post-secondary core that is meant to cover the skills and knowledge required for success in the
workplace or to support further formal educational attainment. What is not typical is the way in which the core
is delivered.

WCC's Core Curriculum focuses on the specific skills and content that associate degree graduates must
demonstrate, rather than te traditional set of course distribution requirements. This approach allows core
competencies to be included in many courses from across the curriculum. It does not limit particular core
elements to a discipline area. For example. a core element for math skills may be included in a radiography
course, a psychology course, a math course, or other courses, as long as the course developers demonstrate
through acceptable documentation that the required core math skills will be taught and learned in the course.

Although many programs still have preiequisites and program requirements for support courses from other
discipline areas, this model promotes the combining of core competencies with the specialty competencies. This
is accomplished through cross-curricular offerings that teach core skills in an applied manner related to the
student's major. The approach tends to blur the distinction between occupational education and general
education, integrating the two into courses that have both occupational and general education functions. Since
the Core was implemented, most of the College's associate degree programs have included some cross
curricular courses of this type. The faculty in several program areas have done extensive work to meet core
curriculum elements in this way. For example. the Culinary Arts Program meets math elements in eight of the
culinary arts specialty courses and w riting elements in two specialty courses. In addition, students are required
to take one course each from the Math and English Writing departments. This giv es students a general
background in math and w riling skills and plenty of practice in applying these skills to the culinary arts field.

Lessons Learned and Advice for Others

Few curricular endeavors on a college campus are as challenging and rew arding as is the creation of new general
education requirements. In one form or another, this type of activity touches everyone in a significant w ay . The
curricular essence of an institution is clearly revealed by what it declares to be the core requirements for
graduation. For those colleges who successfully navigate a major change in general education, the lessons
learned are powerful and should be shared with others. The WCC experience, perhaps unique in more ways than
not, does reveal, nonetheless, some salient lessons. Sharing these could help other colleges. especially
community or technical colleges with strong. dominant career education programs. to develop a core in a value
added fashion. Five distinct points of advice can be drawn from the Washtenaw experience. These are suggested
guidelines for others who desire to develop a strong core curri;:ulum that is designed to be taught and learned
in contextual fashion, and is firmly based on broad faculty involvement and support. They arc offered here in
priority order:

Fimulty and .tudent ins olv ement entral
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Washtenaw's Required Core Elements for
All Associate Degree Programs

L SKILLS IL CONTENT

A. Communication

1. To read and listen in a critical and perceptive
way: to speak in an organized, clear, and effec-
bye manner.

2. To use information sources and information
gather.ng techniques; to cite sources when pro-
clueing written communications,

3. To develop, organize, and express thoughts in
writing using standard English.

B. ,ilathematics

4. To apply basic mathematics through the level of
elementary algebra

5. To represent and solve problems using math-
ematic Al techniques

6. To interpret elementary descriptive statistics

C. Critical Thinking

7. To comprehend and use concepts and ideas.

8. To develop, express, test. and evaluate ideas

9 To analyze problems. develop solutions, and
evaluate results in a clear, logical, and consis-
tent manner.

10. To distinguish between fact and opinion; to
recognize biases and fallacies in reasoning.

......

D. Computer Literacy

11 To use computer systems to achieve profes-.

sional, educational, and personal objectives.

12 To apply the protocols of computer use and
respect the legal and other rights of individuals
or organizations

A. Arts and Humanities

13.To be aware of the artistic experience in personal
and cultural enrichment. growth, and communi-
cation.

14. To be aware of the nature and variety of the
human experience through the methods and
applications of the humanities.

B. Natural Sciences

15. To understand the basic principles of scientific
inquiry.

16. To have a knowledge of basic human biological
principles, including those related to wellness.

17. To understand the basic principles of the natural
sciences, and their relationship to the environment.

C. Technology

18. To understand the basic principles and applica-
tions of technology.

19. To understand the principle of integrating tech-
nological elements into systems.

20. To understand the relationship of technology to
individuals. society. and the environment.

D. Social Sciences

21.To understand the methods and applications of
the social sciences in exploring the dynamics of
human behavior

22.To understand those principles and values, in-
cluding individual rights and civic responsibili-
ties, which maintain and enhance democracy
and freedom in a pluralistic society.

23.To have a working knowledge of the history,
structure, and function of American social. polit i-
cal, and economic institutions

24 To be aware of the contemporary global commu-
nity, especially its geographical, cultural. eco-
nomic, and histo -.:al dimensions.
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Budd from a strong syllabi system

Recogniie the fluid nature of the core

Remain flexible and help find solutions

Take tull advantage ot the technology

Summary

This presentation offers a description and analysis of one college's experience in strengthening its core
curriculum to mect faculty, student, and community needs. This case is especially relevant to colleges with large
numbers of occupational programs that want to provide students with their needed career specialty study, along
with a strong core of general education that does not require the redirection of large numbers of credits or
courses. It also demonstrates how a college can design and teach a core across the entire curriculum in a way
that enhances faculty communication and cross-curricular knowledge. The Washtenaw circumstances were
somewhat unique. but there is much here that could be used by other institutions to meet their general education
challenges. Most importantly, others are advised to keep the process primarily faculty based and student
centered, build from a strong course syllabi system, design flexibility and growth capacity into the model, and
use technology vehicles as des ices to both design and communicate the specifics.

The Washtenaw ('ore Curriculum was created to he useful, appropriate, relevant, and flexible. It was developed
by the faculty, but was intended to focus on specified student learning. It is unconventional in design. but very
conventional in purpose It fits one college's view of the curriculum demands of today, yet it also has a design
capable of transforming the specific core elements to meet tomorrow's needs. Nonetheless, its two most
important values are: (1) it is taught and learned across the curriculum, thereby supporting the "connectedness"
that is the reality of knowledge and skills as well as the preferred condition between and among teachers and
learners, and 12) it is designed to ensure that all degree students build skills and accumulate knowledge that will
help them succeed with work and other lite endeavors, including lifelong learning.
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General Education and
the World of Work:

One School's Success at
General Education Reform

M. Cathy Maze
Carla Wiggins

Franklin University is an independent, not-for-profit metropolitan institution serving Colurnbus and Central
Ohio. The university serves approximately 5.000 students per year through baccalaureate programs in business,
technology, and nursing. The University also offers a Master of Business Administration. Franklin's nontradi-
tional student population is generally interested in career-oriented education that integrates practice and theory.
Without liberal arts major programs on which to thaw, the University's general education offerings have
historically been narrowly-defined and purely supportive in nature. In the mid-1980's, the University began
what was to become a long-term and continuing process of general education reform, which has resulted in a
much stronger and bi,mder outcomes-based general education program. This program, which was approved in
its final form by the faculty in 1992, was the result of a collaborative project involving faculty from diverse

Defining General Education

In response to a request from the University president, the first General Education Committee (Task Force) was
formed in 1985 to review and revise general education requirements for all Franklin University graduates. The
committee was composed of faculty from the business and technology programs as well as those representing
the liberal arts. The work of this Task Force resulted in a proposal that all baccalaureate degree programs be
required to demonstrate adequate curricular attention to each of the following ten "general education- areas:

Logical thinking and critical analysis

Competency in listening, speaking. reading. and writing

Comprehension of quantitative data

Consciousness of history and cultural heritage

Knowledge of science and scientific methods

Understanding of ethics and values

Appreciation of arts and humanities

International and multicultural perspectives

In-depth. sequential learning in a major discipline

Personal development activities that strengthen the fitness and effectiveness of the individual

Faculty approsed this proposal unanimously. Though not couched in assessment terms at the time. eight years
later those same areas would be synthesized into seven general education outcomes and would form the basis
of general education assessment at Franklin.

9t:
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Curriculum Development

After its initial groundbreaking work, the membership of the General Education Task Force changed thoi gh
the representative nature of the group remained intact. This second committee focused on curriculum
dev elopment, and in 199() the Franklin University Faculty Assembly "approved in principle- six statements that
would guide the development of a new general education curriculum at the University, This approval of
concepts not yet fully delineated was unprecedented and demonstrated the faculty's trust in the Task Force's

ision of the future of general education at Franklin as well as that committee's understanding of the
nontraditional student body and the traditional role of general education at the Uniyersity. The six statements
accepted in principle were.

Establishment of a modified core system for the general education program which would include 60-
6-1 credit hours approximately half of which would be required core courses and half distribution
electives

Retention of a four credit hour system

Development of three sequenced interdisciplinary courses to be added to the general education core

integration of the new modified core curriculum into all degree curricula 11111ess there were conflicts with
external accrediting agencies (such special requirements were to he reviewed on a case-by-case basis)

Development by every major program of a capstone experience allowing students to synthesize and
apply course work and communication skills

Establishment of a standing oversight and evaluation committee composed of faculty from general
education and Major programs

The modified core was to blend distribution and core approaches to general education. The distribution
component featured general education electives to be selected from tour traditional disciplinary groups
(science, math, social and behavior science, and humanities). Distribution courses totaled 32 credit hours or
slightly (iv er half of the total general education requirements. The core component was intended to ensure that
students shared a common educational experience that emphasized communication skills, an awareness and
understanding of cultural differences and an historical perspective. This core was deemed particularly important
for the typical Franklin University student who is often returning to school after several years with transfer
credits from a variety of institutions and IA hose focus is (and oftc a has abvays been) on business or technology.
Core courses that constituted 28 hours in the general education curriculum included:

College Wrning

Speech

Three interdisciplinary ( interculturah Courses

Report Writing

Statistics

A modified core sy stem \A as particularly beneficial because it offered . kilts the value of a common
experience hut minimized the need for extreme curricular modification.

With the exception of thrx externally accredited programs (Nursing. Electronic Engineering Technology, and
Mechanical Engineering Technology ), all degree programs accepted the modified general education core in
ten(). The three accredited programs made a concerted ef fort to incorporate most of the new curriculum into their

programs w ithin existing accreditation guidelines. All major program% also developed new chronological

degree plans that incorporated the new general education curriculum. This was particularly significant because
historically Franklin students had tended to take major courses first and to delay taking basic general education

courses until later in their academic careers -often until the last trimesters of their senior year! This was due
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in many cases to students entering the Link ersity as "special- rather than degree-seeking students. Typically
these students were only interested in taking a few specific, career-focused courses. Often students eventually
decided to get a degree but continued taking their major courses putting off "less important- subjects until the
last. I en students who entered seekiag a degree often followed this same pattern. General education simply
was not emphasized at Franklin by the students nor by the "Inztior- faculty . Therefore. the incorporation of the
new general education curriculum into chronological degree plans YY ith a strengthened intent to "hold the line'
41. as much more important than it might first appear.

As a result of the faculty 's acceptance of a long-term mersight committee. the eYisting General Education
Committee V. as again reconstituted and took on the task of the dey elopment of three interdisciplinary courses
that became Intercultural Studies (ICS) I. II, and III. These courses were designed to enhance communication
and critical thinking skills while focusing on broad historical and cross-cultural perspectiY es. College writing
and speech were required as prerequisites for Intercultural Studies I. and the three courses w ere meant to he taken
sequentially. The first tw o courses in the Intercultural Studies sequence were designed to incorporate a social
science perspectiY c s herever possible hut to primarily' focus on historical information and the place and
function of the arts in the societies co' ered. ICS III, which was set in the 20th Century. was intended to he more
anthropological and to he comparatke in nature. Two diYerse world cultures were to be selected from a list of
culture areas and compared to US cult ure within the framework of current social institutions and arts and
literature. To make the material cos ered more reley ant to Franklin students. technology and business \. ere to
he integrated w hereYer possible into course material, and the original intention of the general education
committee w as that the course w ould be taught by faculty from a broad range of disciplines at the Uni ersity .
These courses were first oftered on a pilot basis in Fall Trimester 1991 and in the Winter and Summer Trimesters
1992. The entire modified core became effect iY e in Fall 1992, and approximately 555 students ha% e taken the
IC'S sequence since that time. Subsequent to the pilot programs. it became increasingly difficult to get faculty
members from business and technology to teach ICS courses. Those ,who had olunteered during the trial
process had been members of the General Education Comniittee. Therefore Intercultural Studies Is now taught
cyclusiYely hy liberal arts faculty . Currently a program rey iett of the 1CS sequence is underway under the
direction of the general education committee and faculty goy ernance. Once that reY iew is completed. the
committee will begin a broader rey iew of the remaining core and distribution requirements and electiY es.

General Education Assessment

In pr,:paration for the Uni ersity Assessment Plan, the General Education Committee identified seY en general
education outcomes from the original ten areas approved by the faculty in 1985. Assessment at Franklin is
generally portfolio-based and course- embedded. Therefore. student academic achievement is measured using
specific course assignments. Criteria are currently being developed for use by outside evaluators to measure
general education outcomes. Concurrently, specific assignments where such measurement can take place are
being identified, modified or designed. A timetable for this process --data collection. training of a re' kw panel.
and evaluationhas been developed. Every effort has heen made to utilize required general edus:ation courses
In assessment. I loV e el% \kith a limited number of core courses and over 60'; of our graduates transferring in

ith an aY erage of ('4 hours (many of those in general education areas). accommodations haY e had to be made.
Appropriate elective courses with representative student populations and high enrollment figures ( World
Religions. Ent ironmental Science. Sociology. Psychology . Film, and Theater ) are also being used.

To further take into consideration the transfer issue and as a direct result of the (eneral Education Committee's
efforts and Franklin's assessment initiative. the Um ersity formally dey eloped a program of riting and
speaking across the curriculum as well as the assessment of some general education Outcomes in all degree
programs. Et ery major program at Franklin University has an assessment plan tt ith program specinc outcomes.
measurable results, and assessment methods indicated. Those same degree program plans ha\ c also included
a general education outcome related to communication skills. They are also requ;red to hae a least one other

general education outcome integrated into their program and assessment plan (critical thinking, math
competenctes. historical and cross-cultural perspectiy es. scientific i methods. and /or understanding ot the ;iris
and humanities). Many programs hat e three or more general education outcomes tom hich they hat e taken

partial responsibility. . The "ovnership- of general education by business and technolog> facult is perhaps one
of out greatest accomplishments in general education reform at Franklin I nit ersit>

9 c
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Concerns

The path to general education relonn has ohs iousl) been long, and it has not heen ss ithout its opponents and
problems. It continues to he SollleA hat controversial and h) no means are all faculty completely satisfied with
the -finished product.- aud that is go,0 Because a process has been designed and \et in place to allow different
constituencies to oice their concern \ and criticisms t construct is e and others\ ise . ileneral education at Franklin
continues to mature, and in the long run we all w in.

Conclusion

We hae tried to decide w hat the critical steps and ke) characteristics of our reform process at Franklin
Uni)ersit), has e reall) been It is of course a difficult decision to make. Howes er. there are some things that seem
to standout. The tollm% ing list is not meant to bc all-inclusise. How ever, hopeful!) it \A ill pro), ide some insights
to others struggling 1. ith this same issue.

,Administrato,e support trom the Board ot Trustees on dow n

Ins olsement ol as mans taculk as possible I rom all disc.pline areas in a )ariet) of roles

General Education across the currk, ulum \A ith facult) ner.hip

Outcomes Based Assessment and a s), stemauc Program Res less process

A standing. tepresentatise Geneial Education Oersight/EAuation Committee

I. ( Alicr is Proiesol. .Sog al .S1 lent us. rainklin 1 no n't sth, (.olumbus, Oil.

Car/o W/1,,i,,tris is Issistant Ocan ol Health and Ilumon Manavcnient. Fran4lai l'nnersim, Columbus. 011.

9 9



-

Chapter IV General Education/Critical Thinking / 103

Patterns of Evidence:
Assessment of General Education

Michael J. Reich

The assessment of general education outcomes is a difficult and often controversial process. Struhar (1994) has
referred to assessing general education as "attacking the beast.- Smith (1993) has referred to it as "grappling
with Godzilla." The goals of many general education programs include producing graduates who possess:

basic skills (reading. writing, speaking, critical thinking, etc.);

an appreciation of the various approaches to knowledge;

an appreciation of literature, the arts, cultural and ethnic diversity;

a sense of social responsibility; and

a desire for life-long learning.

These or similar goals are the foundation for most general education programs, whether they possess a highly
prescribed or flexible curriculum. The goals are often ill-defined and difficult to assess. The concept of "patterns
of evidence," which NCA has used as a theme in the development and evaluation of the accreditation criteria.
is particularly helptul in the assessment of the "fuzzy" concepts associated with the evaluation of a general
education program. This paper focuses on the procedures, measures, and outcomes associated ..1th a
comprehensive, two- year assessment of the general education program at the University of Wisconsin-River
Falls. in which the-patterns of evidence" concept was applied. The procedures and measures are appropriate
for use on many campuses.

We discovered that the nature ot the general education objectives required the acceptance of the following basic
premises prior to our selection of specific measures:

There is no common general education experience, since students are allowed to select within several
sub-area requirements.

Students are learnik: information related to the General Education objectives through courses and
experiences outside of the General Education program (i.e.. advanced writing and math courses. major/
minor courses, outside reading. etc.). Since one "pure" measure of General Education outcomes is an
impossibility, multiple measures must be employed.

There will be di fferential amounts of data available, dependent on measures available for each objective.

General Education objectives have not been written in unequivocal assessable terms.

The General Education assessment plan must be c )st effective, employing readily available data
whenever possible.

Attempts should be made to develop a pattern of evidence for each objective.

Based on the above assumptions, multiple measures were employed for each general education objective.

1 C.
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Assessment Instruments

ACT Comp Objective Test. The purpose of the ACT Comp is to assess the know ledge and skills that
undergraduates are expected to acquire from general education and that are important to effectiv e
functioning in adult society. . This test is widely used with advanced students. Normative data are
as ailable and an estimate of growth can he obtained based on the students' incoming AcT scores.

PreProfessional Skills Test (PPST). This test is taken by all students seeking admission to teacher
education programs. Sub -test scores are provided for skill areas related to general education reading.
Ns hung. and mathematics objectives. National norms are pros ided for comparison.

College Student Experiences Questionnaire I('SEQ). This instrument assesses a broad set of
students' experiences. ranging from contact with (aculty members and course learning, to the use of
facilities and residence hall lite. The portion of the CSEQ most relevant to general education objectis es
is the "Estimate of Gains- section. Students are asked to estimate perceived gains on a variety of areas
( reading. vs riting. artistic appreciation, science and technology. etc.) related to general education
objectives.

Student Survey. Upper division students were surveyed to determine their understanding and
awareness of the general education objectives. their attitudes toward and effort expanded in general
education courses. and their satisfaction V6, ith the general education program.

Departmental Content Survey. Departments that sponsor general education courses were asked to
indicate the extent to vs Inch each general education objective vs as incorporated into the required course

work.

Employer Sum ey. The unis ersity periodically survey s employers regarding the performance and
readiness ()Igraduates to assume occupational respimsibilities. The data obtained vs ith regard to w rit

conununication skills, and technological preparation relate to general education objectives.

Community Survey. Local conummitv members, business leaders, political leaders, educator% and
members of ads isors councils familiar vs ith the university , its students, and programs, rated the
importance of each general education objectiv e. They also indicated their opinion regarding how well

'ni ersity of Wisconsin- Riv er Falls students and college students in general were achieving on each
obie:m e.

Conclusion

Figure I displays a matrix 01 the general education objectives and the measures employed. Note. only a subset
of measuies is as ailable tor each objectiv e. demonstrating the necessity for multiple measures. There is also a
differential amount of data as ailable for each objective, since some objectives are more difficult to assess than
others. In addition. some conflicting results niav he obtained: e.g., one measure may indicate success. whereas
.mother measure may indicate a need for improvement. For each objective, it is important to analyze the entire
pattern of L idence collected in order to judge if the objective is being achieved.

The results of our general education rev mew hav e been supplied to the appropriate academic policy committee.
vs hich is carefully study mg the results and vs hich vs ill make appropriate recommendations for change in the
ieneral Education program.
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Appendu

General Education Assessment Matrix

.... ""'

1. a) To read effectively
b) To write effectively
c) To speak effectively
d) To listen effectively

2 a) To understand
mathematical reasoning
b) To interpret
numerical data
c) To perform math
operations

3 a) To think critically, to
analyze problems
systematically
b) To integrate knowledge
from the humanities and
the social and physical
sciences

Breadth Of Knowledge.

..

1. To understand historical
perspectives

2. To understand irtmortant
literature of past and
contemporary cultures

3 To understand the ways in
which artistic forms and
styles represent and
interpret the human
experience

4. To understand the
principles and the
methods of the basic
physical and life sciences,
including laboratory work

5. To understand the
concepts and methods of
inquity in the social
sciences

z1(

Critical Judgment
1. To understand the impact

of technology upon
contemporary culture

2. To gain a global
perspective of human
culture, recognizing that
this century requires such
a r -irspective

3. To develop a sense of
ethical and social
responsbility

4 To gain knowledge of
one's physical and
psychological well being

a aaa
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Implementing Competency-Based
General Education

Cheryl Frank
Ken Peeders

Nancy Register Wangen

The stor): of general education reform in Minnesota's Community Colleges is unique in its statewide origins
and in its collaborative design It began with the efforts of faculty in four higher education systemsthe
Community Colleges, the state Universities, the Technical Colleges, and the University of Minnesotain the
summer of 1991. The fall of 1995 marks the implementation of a locally-designed. competenc, -based
curriculum on each of 21 community college campuses. This article will explore briefly I the process of
statewide c :riculum design, 2) the implementation challenges facing academic deans on both small and large
campuses, and 3) the attitudes and concerns of faculty as they worked to resolve local curriculum issues.

The Process of Statewide Curriculum Design

First, what made this large effort at reform involving four systems. over 60 campuses. and both t wo and four
year institutions achieve as much as it has? A list of key elements in its success would have to include: leadership,
a clear goal. productive activities to bring people together. and timing.

Leaders of four systems shared concerns about the quality and coherence of general education. Thev
saw students taking courses at multiple campuses often just to meet distribution requirements. If the
quality of the experience were to improve, they needed to do something that crossed campus and
system boundaries. They made a multi-year commitment and assigned responsibility for reaching the

goals they set.

The goal. clear to all, was a competency-based general education curriculum that would be designed
by faculty v orking collaboratively.

Productive activitiesIncluding necessary workshops. task forces, design and redesign teams were

funded jointly and organized at time intervals to keep the process and the momentum going.

Timing provided some "lucky breaks." The state Legislature was pressuring for various kinds of reform.
especially if reforms improved students' transfer of credit. The University of Minnesota had begun work
on a new liberal education program and some of the community colleges were working on their general
education program and even writing student competencies. By late 1993. a statewide competency-
based general eaucation curriculum was ready for college and university faculty to design and
implement their unique versions of the Minnesota Transfer Curriculum.

The curriculum had come together through the collaborative efforts of many faculty members representing all
disciplines. The Transfer Curriculum has ten areas of study, each with its own set tlf broad competencit:s to he

achieved. There are:

two skill areasconmlumcatton and critical thinking:

four broad areas of knowledge natural sciences. matl- Tunics, history and the social and behavioral
sciences, and the humanities and tine arts; and
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four contemporary theme areashuman diversity, global perspective. ethical and civic responsihil-
ity and people and the em ironment.

Within the framework of the ten areas. students at each college or unix, ersity tud) a curriculum locally -designed
by faculty to achieve the competencie, specified. Faculty at the sending institution certify that the students have
achieved the competencies and their certification is accepted hy the receiv ing institution. The many actis ities
w here faculty of all systems worked together as well as ongoing articulation committees pros ided forums w here
faculty could continue discussions of curriculum and issues in their respectiv e fields.

Because it sk ill transfer as a package meeting lower div ision general education requirements at any public
college or univ ersity. the Transfer Curriculum offers students a coherent, thoughtfully -designcd general
education curriculum and seamless progress tow ard a haccalaureate degree no matter where they begin thir
education or where thex finish.

Community colleges \xere well-positioned for all of the tasks inv olved in design of a \Iota% ide Transfer
Curriculum because their sy stem is one in hich many reforms and relationships have crossed college
boundaries. Through a system-wide Center for Teaching and I .earning. faculty- and administrators have led and
supported other cross-system initiatis es such as "writing across the curriculum." "computing across the
curriculum," and special projects on critical thinking and classroom research. Thei-e exists a climate of
collaboration within the community college system that addresses issues ol teaching and learning and expects
faculty leaders to engage in broad, even statewide efforts that address concerns common to all.

Challenges Facing Academic Deans

The primary challenge that faced academic deans at cumin lin it y colleges can be sum mariied in one word
communication. Communication with faculty was critical as the Transfer Curriculum evolved at a state lo LI.
Each college needed to design strategies for shising with the college community-at-large ongoing information
about statew ide curriculum activity and, especially. information about a curriculum based on goals and
competencies for general education.

Each college coinmunity needed to he kept up-to-date on local curriculum design actis ities to ensure that
ev eryone had opportunities for input. The larger the campus. the greater the challenge this presented. Campuses
also needed to adapt their processes for curriculum rev iew and approval as courses were proposed for the new
general education curriculum. Finally. academic deans needed to collaborate with other institutions about
guidelines for inclusion of new courses and inayhe even new disciplines in the liberal arts curriculum.

One of the colleges facing all of these challenges was Fergus Falls Community College. a small rural institution
located in west central Minnesota. It has a student body of I 300. In its three decades of existence. Fergus Falls
had made changes in its general education curriculum on a piecemeal basis, adjusting programs, changing
individual offerings. but never undertaki 1 1 11.ng c.ia..enge of a total rev iew of w hat it was teaching us students
under the heading "general educat ion." The great majority of its faculty of 40 full-time and 35 adjunct instructors
has been v. ith the college for many years. Academic adminktration is accomplished by one dean.

In the spring quarter of 1993. the institution undertook the IA ork of designing a new general education
curriculum based on the Minnesota Transfer Curriculum framework. It implemented the curriculum in the fall
quarter of 1995. In the course of its work the college learneu a great deal about itself. The faculty grew as change
agents. The administration had confirmed for it ses eral practical lessons in leadership.

Some critical early decisions created a climate in which change could occur. First, the college set up a "change
team." Twenty-five of the college's full time faculty had been involved at some time in statewide efforts to
design the Transfer Curriculum. During this development stage, these people had been communicators to the
rest of the faculty and later played key roles in the adoption of curriculum changes on campus, wry mg on
committees and sers ing as adv ocates for the changes.
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Second. the college liekl a series of joint faculty meetings that dealt openly with tensions surrounding the early
deelopment drocess and helped to "quiet" contention. Individuals from the sy stem offke and faculty from
other campuses w ho had been ills olx ed in the early ....oncept ual des elopment attended these meetings and fielded

questions. At the same time. faculty sought to develop a philosophy of general education and to tcst it against

the new curriculum model. They took the time to ask the question. "What do we want students to know when

they has c completed the general education program at Fergus Falls Community College?"

'The kes to ultimate success %Sas the ad hoc coinmittee of faculty leaders and members of the administration. Their

charge was to implement the curriculum with open communication and broad access to decision making. In a series

(it early decisions. the y. adopted guidelines and procedures. determined a realistic target date kw adoption. and

des el Ted spccifics regarding course proposals and inclusion in the general education component of the AAdegree.

As the process unfolded, a series of specific challenges developed, often appearing in the form of questions. In

how many goal areas could a single course appear? Could a course in chemistr y. which includes a significant
writing component. satisfy a written communication goal? How should the curriculum handle the theme areas?
Should they be assigned to a specific discipline, be interdisciplinary, or be open to all? Over a two-year period.
these and other questions lk ere dealt with in open discussion: and in the fall of this year. students began studying
the college's answer to the question. -What do we w ant students to know when they have completed general

education at Fergus ['ails?"

There were lessons learned that would change the approach in any future effort. The committee Nsould more

aggressis ely promote the des elopment of neA courses in theme areas. The new curriculum is very limited in

courses for people and the environment and in ethics and civic responsibility. The college would also ask
members of the id hoc committee to commit to serve through the duration of the project. A change in personnel

bow cell years one and two caused a slow down. The committee would be more realistic about closure on some

issues. For instance. I mngt'ri ng debate (ix Cr the breadth requirement continues as does debate mer one or INN
courses in theme areas. There is continued discussion of the math requirement. Finally, staff recogniie that

someone must now deal w ith des eloping assurances that courses are being taught as they were presented and

Lippros ed .

for administration. the revision process confirmed the importance of inclusiveness, goodcommunication, and

decisive decision-making. Success resulted from broad-based involvement from the earliest stages and

inclusion of faculty from all disciplines, not only those traditionally associated with general education. A

congenial climate w as maintained through openness of communication, making decisions in the public arena,

and honoring long-standing decision making policie: Decisions on key matters, delive ed promptly and with

support. allow ed the college to surmount signincant obstacles.

Fergus Falls Community College understands that it is not finished dealing with change issues. However, the

statement made about general education xv ill guide decisions for the immediate future. The process was

inv igorating. It instilled new interest in general education. It enhanced understanding of the college mission.

the course ol ferings. and in many cases, the instruction pros ided. At the same tnne, faculty and administration

understand that it is the beginning of a long j(awney

Attitudes and Concerns of Faculty

implementing a states% ide curriculum is a complex endeavor that brings together faculty and administrators with

diftering campus needs and unique cultures. While faculty work is of central importance. trust and respect
among both faculty and administrators are critical to the success of systemic change. Faculty needed and will

cimt i nue to need time, patience. and support to learn new ways of teaching and to enhance student learning
through a competency -based approach. Administrators need to find ways to make theseavailable.

'Hie experience of community college English faculty members as their colleges implemented the Transfer

Curriculum w as investigated in a recent case study This qualitative study involved faculty from inner-city.

suburban. and non-metropolitan campuses. The inters iew responses of selected faculty members w ere analyted
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as a means to obtain an in-depth understanding of colleges' experiences as the) implemented the Minnesota
Transfer Curriculum. Major topics or themes were:

perceptions of a competency-hased lower-division liberal arts curriculum

the effect on existing curriculum

the effect on campus climate

strengths and limitations of implementation strategies

perceiv ed effect on student transfer

The term "competency-based education" is used in a mimber of ways in the literature. The lack of a common
d4inition among faculty led to some confusion as course proposals were developed for inclusion in the
curriculum. Generally, faculty in the case study described competency-based education as a way of identifying
specifically and in measurable terms what it is that students need to learn and how the learning will be
accomplished. Faculty emphasized the importance of early staff development in how to use competency-based
approaches in the liberal arts.

Faculty reported various changes in local campus curricula. Generally. few new courses were developed in the
first round of proposals. Most of their creative energy was expended in making changes in existing courses,
especially in integrating competencies from the theme areas. There is interest in exploring possibilities for
interdisciplinary courses as the curricula continue to evolve.

On each campus the college curriculum committee or a task force of the curriculum committee was the body
used to rev iew course proposals for inclusion in the Transfer Curriculum. As local campus implementation
progressed, faculty reaffirmed the need for early staff development. They' recommended providing sample
course outlines that would demonstrate how competencies might he expressed. This would avoid the frustration
of resubmitting proposals and promote the creation of high quality course outcomes.

The effect of the Transfer Curriculum on local campus climate was also studied. Some faculty members resisted
the curriculum changes saying that the Transfer Curriculum was being forced on them. The story of the design
process and the many participation opportunities needed to be told again and again. Clear communication that
reached the entire campus community proo;oted positive responses and the good working climate so necessary
for successful curriculum innovation. Most campuses had a core of faculty leaders who were intensely involved
in workin on the campus curriculum. This core of faculty leaders helped address issues such as perceived
infringem its on academic freedom. agreement within academic departments as to which goals and competen-
cies their courses would meet, and the final design of a 60 credit itieral arts core. As colleges conlpleted their
work, most faculty in the study believed that their colleagues had positive feelings about the benefits of the
Transfer Curriculum.

Faculty like the idea that all students who complete the 60 credit liberal arts core will be able to transfer the
complete curriculum to any public state university and to the campuses of the University of Minnesota. Some
will represent the community colleges on a statewide oversight committee that monitors the performance of
transfer students as well as the content and functioning of various Minnesota Transfer Curricula. Faculty from
all of the institutions studied recognized that they would need to design strategies to maintain changes made and
to continue the evolution of their college's Minnesota Transfer Curriculum.

Summary

The Minnesota Transfer Curriculum is perhaps an even more effective approach to general education than its
designers might have realized. Within the ten areas of competency, the framework allows for differing visions
of education content and structure, both encouraging and supporting a wide range of responses. It accommo-
dates evolutionary changes. allowing a cautious beginning where faculty can comfortably experiment ith new
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structures and new teaching methods. Yet the theme areas, with their problem focus, demand interdisciplinary
problem-solving, pulling faculty toward innovation. With the competencies. faculty have answered the
question, "What is the point of general education'r The final challenge will be the kind of assessment that
demonstrates clearly that students do indeed "get the point."

The true test of this reform lies in continuing its evolution, ensuring that changes made do not become simply
a new "status quo." Faculty and academic ;-Iministrators will need to devise new strategies to improve student

learning and find the dollars to encourage and reward continuing improvements in a competency-based
approach to general education.

Cheryl Frank i.s Dean, Inver Hills Community College. Inver Grove Heights, MN.

ken Peeders /A Dean ol Instruction, Inver Hills Community College. Inver Grnve Heights. MN.

Vanes. Register Wangen is Svstem Director fnr Program Collaboration. Minnesota State Colleges and

University 55stems, St. Paul, MN.
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Assessment of General Education:
A Performance Based Model

Kathleen O'Hara
Jeff Seybert

Institutional Profile

Johnson County Community College (JCCC) is a comprehensive. singlecampus. suburban community college
located in Overland Park, Kansas, in the Kansas City, Missouri, metropolitan area. The college was founded
in 1969 and occupied its present 240 acre campus in 1972. JCCC enrolls approximately 15,500 creklit students

.

and serves an additional 16,000 individuals in noncredit, continuing education programs, courses, workshops,
and other events per semester. The college offers a full range of general education/transfer preparation, career/
occupational, and developmental courses as well as a wide array of student and support services to meet the
diverse needs of its students.

The impetus for assessment of student learning outcomes at Johnson County Community College has come
from several sources. One, of course, is the North Central Association requirement that institutions of higher
education prepare and implement a student academic achievement assessment plan. In addition, for some time,
JCCC has had a strong interest in and has conducted several pilot projects assessing student cognitive/learning
outcomes. For example, the college participated in an early ACT research project involving the Collegiate
Assessment of Academic Proficiency (CAAP) test. Although the CAAP results indicated that JCCC students
performed at or above national averages in several areas, the college was not satisfied with the methodological
logistics of CAAP. The decision was made, therefore, to investigate more feasible, less intrusive assessment
strategies, that would also be more relevant to the general education outcomes identified by JCCC faculty. The
results of that process culminated in the assessment strategies detailed below. Also JCCC has a long history
of comprehensive institutional research and evaluation and of using data to support planning and programmatic
improvement. For example. for several years Johnson County Community College has had in place a
comprehensive model to assess institutional effectiveness, several compcnents of which either directly or
indirectly evaluate student learning outcomes. They are: career student follow-upsurveys conducted one and
four years after career program students complete a program ( i.e.. earn a degree or certificate) or leave with
"marketable skills"; an annual employer survey; a transfer follow-up process that includes an annual survey and
receipt and analysis of academic data from senior institutions regarding the academic progress of former JCCC
students who have transferred; an educational objectives surv ey of students who leave the institution without
graduating, completing a program, or transferring: a course evaluation process (IDEA) in which students'
perceptions of their progress on major course learning objectives, as identified by faculty, are collected and
analyzed; and a comprehensive analysis. on a semester basic, of grading distributions and patterns, course and
program attrition rates, and reasons students drop courses.

Description of the Model

Johnson County Community College's assessment of general educati,in involves collecting and reviewing
existing student work produced in courses throughout the curriculum cor each of four major -tcomes identified
in the college catalog: mathematics, communication, culture and ethics, and modes of inquiry and problem
solving. This review is conducted by interdisciplinary faculty and teams using holistic scoring criteria (rubrics)
for each of the stated student academic general education outcomes. The results are reported in the aggregate
and may also he analyzed and reported based on several other demographic variables (e.g., credit hours earned,
prior courses completed, etc.). Each department addroscs assessment results in its annual master planning

. ', 1."11.-
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document. The Dean of Instruction. with support from the college's faculty curriculum commitiee (the

Educational Affairs Committee). is ultimately responsible for ensuring that appropriate curricular changes are

made throughout the institution based on assessment results.

Philosophy

The development ofICCCs general education assessment model was initiated in early fall 1992 when the Dean

of Instruction asked the faculty curriculum committee (Educational Affairs) to take responsibility for this task.

A [though the immediate impetus for this request was North Centrd Criterion Three, from the very beginning

of the process the faculty and the dean agreed that outcomes assessment at JCCC would go beyond fulfilling

an external mandate. The philosophy of the committee was (and is) that assessment of student outcomes should

ield meaningful data from w hich decisions about curricular improvement can he made. in addition, the

committee felt strongly that the purpose of assessment should he evaluation and improvement of the general

education curriculum rather than evaluation of individual faculty. With this basic philosophy in place. the task

of developing the assessment model was assigned u, the General Education/Assessment Subcommittee of the

Educational Affairs Committee.

This subcommittee added to this basic philosophy the belief that as many faculty as possible should be included

in the assessment development process. either directly or indirectly. Thus. the subcommittee was expanded to

include a V ider representation of faculty . While a few members have changed throughout the process. the core

of the subcommittee has remained intact.

Development of the Model

The development of the model to assess general educat u in as a slow hut stead% and thorough process. This

process proceeded as tollov,:

1992-93 Academic Year. The subcommittee spent essentially the entire year ,dying and discussing

assessment. Members read numerous books, journal articles, and NCA publications as well as talked

with colleagues from other institutions and attended conferences and workshops. In addition. members

re% e e d current assessment procedures already in place at JCCC. By the eial of the year. a conceptual

framework of general education assessment was formulated and distributed to faculty for feedback.

1993-94 Academic Year. The subcommittee determined that the reference to generaleducation in the

college catalog should he the basis for general education outcomes statements since thecatalog is the

college's formal medium for communication with students ( i.e., academic requirements. standards.

policies, and procedures). The members divided into four sub-subcommittees, each charged with

operationally defining a specific component of the statement. By the end of the first semester,the groups

had drafted outcomes statements that were presented to the faculty at large for feedback. This feedback

w as incorporated into the statements and by April 1994 the subcommittee turned its attention to

assessment of these outcomes. Members continued their study of assessment methodologies and

concluded that the idea of "performance-based- assessment was in keeping with their stated goal of

assessment yielding meaningful data upon which to base curricular improvement. Thus, they' began to

explore w ays to compile collections of existing student work in each of the four areas of general

education outcomes. By the end of the semester, the rudiment% of this idea were formulated, presented

to. and approved by the Educational Affairs Committee. (See Assessment Plan Logistics.)

1994-95 Academic Year. The subcommittee members spent this time developing holistic scoring criteria

rubrics) and standards for the outcomes. These rubrics and the scoring process were pilot tested on student

assignments. The outcomes statements and rubrics were then clarified and revised. The subcommittee as

a w hole discussed the logistics of . the plan Nee Assessment Plan Logistics) and proposed a

larger pilot project for the 1995-96 academic year. A m:mo was sent to all teaching faculty asking for

olunteers to participate in the pilot. Some forty faculty members responded. An orientation session was

held at the end of the spring semester to explain the process and answer any questions.

1995-96 Academic Year. Artifacts :ire collected from faculty, across the curriculum and scored by

faculty teams.
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Who Scores...

How Scored...

Assessment Plan Logistics

Three- to four-person interdisciplinary faculty teams will score student artifacts
using the rubrics developed. These teams are comprised of General Education/
Assessment Subcommittee members.

Team members score artifacts individually, with subsequent group meetings (if
necessary); however, a team may elect to score as a group.

How Many Artifacts... One hundred artifacts per outcome (that is. 100 for Math: 100 for each of the
Communications areas: Reading. Writing. Speaking. Listening; 100 for Modes
of Inquiry and Problem Solving: and 100 for Culture and Ethics) per year are
collected. These are divided into 50 per semester. collected whenever available.
usually late in the semester.

When Scored... Fall semester artifacts are scored throughout the spring semester: spring
semester artifacts are scored during the subsenuent fall semester. and so on

Who Selects
Courses...

Who Selects
Artifacts...

The Office of Institutional Research randomly selects courses from lists
associated with each of the outcomes. Five classes per outcome are tar-
geted each semester.

Faculty in each targeted class selects one artifact: Office of Institutional
Research collects that artifact from the entire section, randomly sampling and
copying 10 from each class for scoring by the faculty team.

Who Collects, Copies,
Distributes Artifacts... The secretary to the Vice President for Academic Affairs is designated to assist

with the support tasks necessary for implementation of the assessment plan.

How Results Are
Used...

Budget...

AsseE5ment of the
Assessment Plan...

Upon receiving scored artifacts back from faculty teams, the Office of Institu-
tional Research compiles results and prepares a report to be distributed to
faculty. The subcommittee reviews the report and raises issues for faculty to
discuss. Action taken by faculty as a result of these discussions is reflected in
the annual departmental master plans. The Dean of Instruction is responsible
for ensuring that results of assessment are addressed in departmental and
divisional master planning and budgeting processes.

Compensation for faculty and staff who score student artifacts requires
approximately fifteen thousand dollars annually. This amount has been set
aside in the college's budget.

Toward the end of the spring semester in each academic year. the subcommit-
tee reviews the entire assessment process during a regularly scheduled
meeting. The Office of Institutional Research assists in this review, which may
involve a survey of faculty regarding the efficacy of the assessment process. Any
recommendations are documented in the subcommittee's year-end report.

Kathleen A. O'Hara is Faculty Chair, Outcome.s Assessment Committee. Johnson County Community College.

Overland Park, KS.

Jeffrey A. Seybert is Director. Research. Evaluation. Thstructimi and Development. Johnson County Commu-
nity College, Overland Park.



Chapter se%ini; Student 1.earinnz Intl. /mewing !lit, A s.st' N.IMUni Plan I 115

-.111.111M MAW

ANNUAL MEETING

1996

Chapter V

Assessing Student Learning:
Implementing the
Assessment Plan

111



Chapter V. AsseAsing Student Learning: Implementing the AsAesArnent Plan / 117

Assessment at Ball State University:
Combining University-Wide

Assessment with
Discipline-Specific Assessment

Catherine A. Palomba

More than a decade ago, a number of individual and collective voices came together in the call for assessment
at our colleges and universities. Among these, Alexander Astin popularized the notion of "value added"
assessment. Many universities experimented with standardized testing and other approaches to large-scale
assessment. Rather quickly, educators realized that assessment needed to be carried out at the discipline level
as well. Assessment practitioners introduced portfolios and other types of performance assessment. With the
passage of time, the variety of assessment methods has grown. Still, undertaking successful assessment remains
a challenge, particularly at large, comprehensive universities where colleges are often viewed as quite
independent of one another. At Ball State, a Doctoral I level university with six colleges and more than i 9,000
students, we have developed an ap[ roach that combines university-wide assessment activities with assessment
activities that are specific to the di ,ciplines.

This paper provides a description of Ball State University's assessment program. Emphasis is on the ways in
which Ball State has dealt with the challenges involved in coordinating successful assessment. The approaches
used to integrate university-wide assessment activities with discipline-specific activities are highlighted.
Examples of programmatic changes based on assessment findings are also included. The paper ends with a
discussion of several overriding assessment issues.

Objectives of Ball State University's Assessment Program

Successful assessment requires clear purposes. As described by the Provost and Vice-President for Academic
Affairs in his fall 1991 statement, the overall goals of Ball State's academic assessment program are to evaluate
academic programs and to enhance student learning. The Provost's statement articulates six major objectives
that have guided the activities of the program. These include determining the knowledge and attitudes of
students when they enter the university, when they complete the general studies program, and when they finish
their major. Other objectives include determining the factors that contribute to program completion, determin-
ing students' satisfaction with their educational experiences, and assessing students' success in employment
and further education. On the basis of Ball State's assessment plan, each objeetive is addressed through one or
more major activities.

University-Wide Assessment Activities

University-wide assessment activities are those activities that are beyond the scope of an individual college or
department. These activities help to address overall issues of learning that are important to the university and
help the units of the university to see goals they have in common. They provide economies of scale in carrying
out various projects. for example, survey ing seniors and alumni. They also allow for disaggregation of results
so that discipline-specific information can be gained. University-wide assessment activities concentrate on
learning objectives that cut across discipline lines. Often these learning objectives, such as clear communication
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and ability to work in groups, appear in the university's mission statement. The assessment of general education
frequently follows an approach that is university -wide.

University-wide assessment actis ities at Ball State include standardired testing of freshmen and upper-division
students. The university uses the College Basic Academic Subjects Examination to study the know ledge of
entering freshmen and their gross th through the general studies program. In addition, all juniors participate in
a writing competency examination. Student \ who fail to pass the exam after several attempts are required to

complete an intensive writing course.

Ball State has developed a freshmen survey that results in an mdi vidualited report for each student. Academic
ads isors and residence hall directors receive condensed versions of the students' reports. Freshmen survey data
are also used to conduct retention studies that hat e increased our understanding of the characteristics and
behas iors that contribute to program completion. Surveys of seniors and alumni allow us to track the
experiences, attitudes, and successes of our graduates. Results 1rom the latter survey s has e contributed to the

univ ersity s continued focus on computer competency .

Most of these -activities are carried out by the Office of Academic Assessment that s as created in 1987. The
office has developed a series of strategies to report results. For example. each major assessment activity results
in a written report describing the purpose of the activity and the findings of the project. In order to provide an
us erview of assessment projects. a sunlmary report of assessment findings from several projects is updated

annually. These reports are sent to senior administrators, deans, and department chairs. Department chairs
circulate the reports to their faculty. A series of Assessment Notes that includes six or ses en major findings about
a topic is also distributed directly to inch% idual faculty members Extracts of studies often appear in university
publications. In addition to written reports, project results are shared through presentations and discussions.
When practical. controversial results are shared individually with interested parties in advance of written
reports.

Integrating University-Wide Assessment with Assessment in the Disciplines

in designing its assessment program, it was Ball State's intention that university-wide assessment activities
would be integrated with discipline-specific assessment activ ities. This has been accomplished in a number of
ways. First, each university-w ide project is managed by a committee of representatives from across the

university. Generally, . at least one faculty member from each college will serve on the committee. This achieves
several purposes. It guarantees that concerns of the disciplines vs ill he represented in planning and it creates a
vehicle for the dissemiliation of results. Further, it provides an important avenue for the collaboration that is so

impokant to assessment.

Second. for most university-wide projects. the students are assured of confidentiality. but not anonymity.
Because students are identified, lk e can obtain demographic information from the student database. This allows

us to create separate reports for each college illustrating the responsesof its own majors. These reports contain

departmental level tables w ith college and university comparative figures. Each college can then compare its

results to univ ersity as erages.

Another successful strategy has been to allow colleges and departments to prepare supplements tor university

ss ide surveys. Nine supplements were prepared for the most recent alumni survey. These supplements were

mailed w ith the main sursey to the reles ant alumni. This approach allows the colleges and/or departments to

prepare questions that are of particular concern to them.

Assessment in the Six Colleges

In addition to drawing on the results of university -wide assessment actis ifies, each of Ball State's six college%

has adopted its own unique approach to assessment. Each college in turn sets expectations for itsdepartments.

For example, the College of Sciences and Humanities has asked each department to create a separate assessment
plan. In contrast. Cie College of Architecture and Planning has adopted a college-ss ide approach to assessment.
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As a result of this variety, there are a great number of discipline-specific activities in place across the university
including portfolios, standardized tests, surveys, focus groups. classroom assessment, and other methods. The
acli.ities are chosen by the departments and col!eges and carried out by these units. often M. ith support from the
Office of Academic Assessment.

For example. in fall 1991, the College of Business began its assessment efforts w ith a complete review of the
curriculum. This was followed by course-based assessment of the undergraduatecore and major. This effort has
led to major curriculum rev isions including the introduction of a communications course and the redesign of
the production management course.

Assessment of General Education

As with discipline-specific assessment, assessment of general studies is also supported by university-wide
activities. For example. the senior survey asks seniors to rate their preparation in a number of areas drawn from
the goals of the general studies program.

Extensive assessment information has also been collected through the recently completed four-year cycle of
general studies course assessment that was initiated in fall 1991. Departments with at least one general studies
course were asked to rate the university's programmatic goals for general studies and to demonstrate that each
course was meeting these goals. This approach allowed the departments to develop their own assessment tools.
Following a predetermined calendar and a set of reporting guidelines, each department assessed its own general
studies courses and prepared a report for the General Studies Subcommittee of the University Senate. This
committee reviewed all of the information and issued a set of conclusions and recommendations based on the
departmental reports. This ambitious project has led to recommendations for change in the general studies
program, including the requirement for a capstone experience.

Overriding Assessment Issues

Although each university develops its own approach to assessment, there are several overriding issues that need
to he addressed by all practitioners of assessment. These issues include involving faculty in assessment.
motivating students to participate in assessment, and using assessment results to create change. Ball State has
addressed these issues in a variety of ways.

Although there are many faculty who enthusiastically' embrace assessment, there are some faculty who are not
familiar with what assessment is and confuse it with faculty evaluation. Others have an informed view of
assessment, but are reluctant to participate. Ball State's major assc sment efforts have been greatly facilitated
by various kinds of faculty development initiatives. The Office of Academic Assessment conducts workshops
to help departments plan, design, and carry out assessment activities. As part of this effort an Assessment
Workbook was created and shared with the faculty. The Office also awards summer assessment grants to faculty
who are designing and carry ing out assessment activities. Limited travel funds to support faculty who wish to
present results of their assessment activ ities at conferences and workshops are also available. These faculty
development efforts have been very successful in encouraging faculty participation in assessment.

Insulting students in assessment presents a similar challenge. Students need to know the purposes of
assessment. During orientation. Ball State provides a flyer for entering students that provides information about
assessment. Students also need to receive results from the assessments in which they' participate. Our freshmen
survey project results in individualized reports for students that ale available a day or two after they take the
survey. Student motivation has also been increased through a series of incentives. Generally. one or two prize
winners are selected from all of the students who participate in our survey projects. Perhaps most importantly.
the commitment of the faculty to assessment has a big impact on student involvement. This provides another
strong rationale for faculty development.

The most challenging job for assessment practitioners is to ensure that assessment results will he used. Some
of the most important decisions about usage can he made at the initial planning stages. suchas s ho s ill rev iewt.
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results and who will make recommendations. At Ball State, each college addressed these issues as it developed

its assessment plans. For example. the already existing curriculum committee became the "home" for
assessment results in the College of Business. The College of Sciences and HumanitiLs created a separate

assessment committee. This college has also required that all requests for programmatic change be accompanied

by assessment information.

Providing Support for Assessment

Ball State's experiences demonstrate clearly that assessment must he supported by the university. This support

can take many forms and may or may not include a centralized office. Most universities are rich in resources

that can be used to enhance assessment. Institutional research offices. student affairs offices, and computer

centers often have expertise that can be drawn upon. Many faculty are more than happy to share their knowledge

and experience. Regardless of the structure, faculty need assistance if they are to carry out successful assessment

activities. Reading materials, presentations. workshops, travel f unds, and stipends provide valuable support for

the faculty as they undertake assessment.

Is Assessment Worth It?

Ball State has been ins oled sc ith assessment for several years. Often there has been apathy, if not resistance.

It appears, nevertheless, that assessment has the potential to improve the education of our students. Many of the

colleges have introduced programmatic changes based on their assessment results. University-wide assessment

activities have contributed to our understanding of our students and their experiences and successes, as well as

problem areas. The process of creating and discussing assessment has had positive results. It has helped to focus

attention on issues of teaching and learning. Assessment has pros ided us with a v err important means to "mind

our ow n business."

Catherine l'alinnba is Ihrect0r 01 hot/rum/nal Research and Academic A %es %went. Bail State 1 nit.ersitv.

Muncie.
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Closing the Loop:
Implementation of a

Student Success Initiative
Through Program Improvement Teams

:errilyn Brewer
Barbara Fischer

Patricia Reichenbacher
Jane Rada

Art Matson

In 1991. Western Wisconsin Technical College (WWTC) completed its last NCA accreditation visit and
received continued accreditation w ith the next comprehensive evaluation in ten years. The college used this
event as a springboard for many new and important initiatives. The self-study process and NCA visit solidified
the college's commitment to a continuous improvement philosophy and led to the implementation of many
management practices based on the teachings of quality expert. Dr. Edwards Deming. One of those practices
was the empowerment of people throughout the organization to take responsibility for and implement activ ities
that will improve their work area. As this practice evolved, it was determined that the hest way to do this was
through Program Improvement Teams and Process Improvement Teams. The NCA visit also laid the
proundwork for the college's Assessment Plan and its Institutional Effectiveness Model. These initiatives
provided a framew ork for using data to measure student academic achievement and to improve the teaching and
learning process.

Over the next few years, as these projects were implemented at the college. it became evident that these separate
initiatives had to he coordinated and integrated in order to he most effective. As the focus of each of these
activ ities was to help students succeed at the college and to accomplish their goals. the integration of these
various initiatives became known as the Student Success Initiative. Its purpose was to close the loop and help
students achieve the goals that they set for themselves upon entering the college.

The Student Success Initiative is outlined in Illustration 1. The focus of the initiative is to develop an attitude
on the part of each staff member that his/her Job is to help our students he academically and socially successful.
This attitude needs to permeate the college and guide our decisions as we change our practices and activities.

This Initiative takes a multifaceted approach to student success. Primacy is placed on the students. especially
those who have unique and diverse needs. It bridges the gap that often exists between instruction and support
services. It will be accomplished by developing pre- and concurrent enrollment support for students, by
developing indicators to measure student academic achievement and institutional effectiveness, and by
mobilizing the necessary resources to support the project.

There are three primary components in the Student Success Model that need to he coordinated and implemented.
They include: 1 ) admission and counseling, 2 ) academic support. and 3 ) teaching and learning. As the thrust
of educational reform is on the classroom and the student, we have chosen to focus our discussion on the third
component. the improvement or teaching and learning. The teaching and learning component will strive to form
a connection among curriculum, instruction, and assessment.
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General Education core competencies will he integrated throughout the curriculum to provide students a real
world context in which :f apply math, science, social science, and communication skills. Four strategies will
he emoloyed by program improvement teams as they redesign their curricula:

integrated courses/units will be developed in a performance-based format that imidifies both academic
and occupational curricula:

2. a work-based learning component will he included as part of program moditication/development:

3, core abilities vs ill be identified and infused into each program curricula: and

4. cross-department program improvement teams will develop cross-curricular thematic projects.

WWTC has participated in a partnership to develop an educationally sound performance-based instructional
design model entitled the "Wisconsin Instructional Design System- (WIDS). WIDS is a computer software
package designed to help create performance-based curriculum for courses. workshops, and programs.
Teachers will use this tool to develop study guides that include competencies. performance standards, core
abilities. learning objectives. learning activities, and performance assessment strategies. The outcome of this
ictivity is to develop an applied. integrated, and authentic curriculum.

A key component of this project is the work of the Program Improvement Teams. During this first year of
implementation. four teams have been established. They include teams in Graphics Technologies, Respiratory
Care, Office Technologies, and Electronics. These teams will be the models for which each of the sixty plus
programs at the colkge will pattern their activities. Each team is being provided with the trainitig and ongoing
supp,wt they will need to implement strategies leading to the success of students in their program areas. As each
program is unique and ,ach class of students present a unique set of challenges. each team %k ill he prov ided the

flexibility and support it needs for its particular situation.

A good example of this is the new admission policy developed by the college. This policy calls for an open
admission that will allow all students to enter the college and partake of support services available to them.
However, each program area has the flex ibility to establish program admission criteria that ensure students have
the necessary skills and aptitudes to be successful upon entering their particular nrogram. Currently, the faculty
on the Graphics Program Improvement Team are the first team working on admksion standads for students
entering then programs.

A further example of the work being done by Program Improvement Teams is the in;tiatives of the Office
Technologies Team. This team has recently formed and participated in team training. Participants had several
meetings to seek information and learn about the objectives of "teams- and what would be their responsibilities
if they became a pilot team. A lengthy list of questions was reviewed with the college's administration, and the
faculty decided they wanted to he involved in shaping the future of this initiative.

The initial work of the Office Technologies Team included establishing a mission statement for its department.
developing a list of goals to be accomplished, and the identification of assessment tools to he used to measure
student achievement and their success in meeting their goals. Some of the early initiatives of this team include:

identifying a team coordinator and participating in team training:

identifying workplace performance standards using a modified DAWNI:

revised curriculum to meet these standards:

laddering the vocational program to allow students to transition to an associate degree program:

new program brochures;

an orientation program for students:

a new mentoring progiam,

1.17



Student Success Model
[----- "Enhance the success of evwy student at Western Wisconsin Technical College"

move aggressively to a synergistic, self sustaining environment that promotes
student success.
establish program and process improvement teams
mobilize and reallocate human and financial resources

Rectilitment
[Mar keting

Pread/ssion
Leads
Community Contacts

implement the student success plan for: student access and retention
academic support/enrichment
teaching and learning

develop institutional effectiveness measures

Student Access & Academic Support & Student Access &
Retention Enrichment Retention

Customer Focus Academic Skills Center Curriculum

Career Educational Plan GOAL Instruction

Orientation Tutoring Resources

Registration Opportunity Center Assessment

Applicant Assessment Disabilities Services Technology

Financial Aid
Case Management

Program Improvement Teams

Membership
Faculty
Managers
Counselors
Admission Advisors
Support Staff

Activities
Case Manaoment Data Management
Student Advising Training and Development
Problem Solving Resource Management
Program Evaluation Collaborative Planning

1
Gradtlation
Employment
Follow-up



124 / A Collection of Papers on Self-Study and Institutional Improvement. 1996

cross-departmental cooperation for the integration of core competencies;

development of a personal and professional development class;

team teaching;

inviting adjunct team members (Deans, Counselors, Support Staff, etc.) to team meetings as needed; and

many more activities.

Each of these activities is an example of what can be done and needs to be done for our students to be successful.

Along with the many new activities that faculty andstaff are undertaking comes a list of concerns. Some of these

challenges include:

maintaining standards and retaining students;

offering courses in new time frames to meet diverse student needs;

keeping up with technology;

time for classes, prep, advising, team meetings, communications, and employer contacts;

maintaining a harmonious working relationship among team members;

recordkeeping; and

many other concerns and challenges.

In summary. the Student Success Initiative is a changing attitude among the faculty and staff at WWTC to focus

on the success of each of the students. The model that is presented is a "living model" that will be molded by

team members as they meet the challenges of their day to day work. The model is a guideline for integrating

and coordinating the many divisions and departments at the college to share resources to enhance the teaching

and learning environment.

Jerrilyn Brewer is Instructional Design Specialist, Western Wisconsin Technical College, La Crosse, WI.

Barbara Fischer is Graphics Instructor, Commercial Art. Western Wisconsin Technical College. La Crosse,

WI.

Patricia Reichenbacher is Instructor, Associate Degree Nursing, Western Wisconsin Technical College, La

Crosse, WI.

Jane Rada is Program Head/Instructor, Office Technolug). Western Wisconsin Technical College. La Crosse,

Art Marson is Director of Planning, Evaluation and Research, Western Wisconsin Technical College, La

Crosse, WI.
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:

Implementing the
Student Assessment Program:

The Devil's in the Details

Sharon Shetiar

Changing the culture of an institution is a difficult task but one important for organizational effectiveness.
Schein, (1984) identified1hree phases in the life cycle of an institution, birth and growth, mid-life, and mature.
He articulated ways to change culture according to each phase. In new and growing organizations, cultural
change occurs to clarify, articulate or elaborate, and to remain flexible in light of a turbulent external
environment. An organization in mid-life can change its culture but requires some form of outside intervention
and "culture consciousness raising." Mature organizations have an internal stability and comfort that prevent
innovation. Change in mature organizations requires self-insight; it is a painful process that elicits strong
resistance, and it may require replacing members who wish to hold on to all of the original culture.

Southwestern College, a Ill-year-old institution, fits Schein's mature model. Some insight necessary to effect
cultural change developed during 1989-92 as a new administration took office, when a new mission was
adopted, and when the North Central Association insisted on documentation of the effectiveness with which the
institution was fulfilling its mission. Change in the college's culture since then has been evidenced by the fact
trustees, administration, and faculty met together to decide the mission, and how the institution wanted to live
out its mission. The faculty reorganized and restructured itself. A new integrative studies (general education)
curriculum was created and implemented. The chantte process also brought about a resolve to be a data-driven
institution.

Mapping the Territory

When the changes began to come about. Southwestern College administration and faculty already identified the
institution as one involved with assessment of students and program effectiveness. However, investigation of
assessment activities occurring before 1992 revealed fragmented, inconsistent efforts, and decision making that
was not data driven. A centrally organized student-assessment structure did not exist.

For some in the institution, insight concerning student assessment paralleled the development of the integrative
studies program. However, there was not a critical mass who understood the concept. The integrative studies
program was developed around outcomes identified as flowing from the institution's mission and related
assumptions, but no provisions were made to assess its effectiveness in promoting academic growth. Academic
programs offering major programs of study and programs offering supporting course work were also lacking
plans to determine student achievement. The common notion surrounding assessment was that it happened
through individual student evaluation in classes leading to individual student grades.

Clearly. the institution needed a comprehensive, purposeful program documenting student academic achieve .
ment. At the same time. faculty and administration were skeptical allow how it could be done and how useful
it would be. Developing a pervasive, common understanding of assessment and its usefulness was a logical next
step. The question remained, could the culture continue to change?

Understanding Through Process

Approaching the issue of assessment from two fronts was necessary. First, the administration needed to
understand the difference between assessing students to evaluate courses, faculty, or dormitory life, and
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assessing students for the impact the college had on their movement towi.rd identified outcomes. Second, the
faculty needed to understand the difference between evaluating a student's knowledge gained from meeting the
goals of a course and ksuing grades. and collecting information that would provide evidence about how the
curriculum as a whole affects the student's grow th toward the outcomes identified by the institution.

Both fronts were approached by personal surveys of faculty and administration. Interviews with 50% of the
faculty and administration revealed agreement on the outcomes flow irg from the mission. Survey participants
ranked the importance of ae outcomes. Faculty representing every program offered at Southwestern College
participated and agreed the outcomes were pertinent both to their disciplines and to the general education of all
Southwestern College students. The personal inter\ iews provided an educational opportunity as the concept of
student assessment was explained and its alue discussed with each faculty member and administrator.

Survey results indicated assessment was taking place withii, most programs. However, data were not being
employed to pros Lie useful information on which program effectiveness could be based. The information
tained from the survey provided a basis for developing the Student Assessment Program.

Data Collection Made Simple

Data collection began in the new assessment program by tc mg the critical thinking skills and the disposition
for critic.d thinking ( FaLione & Facione. 1992) of freshmen students enrolled in the integrative studies program.
The rationale for beginning with freshmen and with quantitative data was that it was the easiest to do. All that
was needed were decisions about the instruments to use, where the cohort could be assembled, when to
administer the test, and who would score the test.

Outcomes can be assessed using a variety' of methods; one method can be as reliable and valid as the next. At
Southwestern College a decision was made to use multiple measures, but to begin by collecting quantitative
data. Qualitative data would be collected as faculty became more familiar with methods appropriate to
qualitative research. For some faculty. particularly those schooled in quantitative research methods, qualitative
data was suspect. For other faculty, particularly those who experience quantitative research as less relevant to
their discipline, quantitatk e data seemed less helpful.

Faculty in programs other than integrative studies were encouraged to identify outcomes specific to their disciplines
and develop a process for student assessment. All the assessment efforts were intended to be simple to administer and

to render data useful for validating institutional effectiveness and for guiding institutional improvement.

The Devil's in the Details

Schein (1986 ) identifies three Lhange mechanisms appropriate for mature organizations: coercive persuasion,
tuna, mind. and reorganization and rebirth With reorganization and rebirth the carrier of the culture is
destroyed. an unlikely prospect for Southwestern College. The most likely way for the culture to change with
regard to assessment is for a turnaround to occur.

The turnaround mechanism requires the institution's culture to unfreeze, usually facilitated through insight or
external pressure. Change is possible then only if there is a manager or team with a clear sense of where the
organization needs to go, a model of how to change the culture to get there, and the power to implement the model
(Schein. 1986). Schein also points out the importance of supporting members of the organization as they
experience the anxiety inherent in change. Turnarounds also must involve all the organization because that is
the only way dysfunctional elements of the old culture become apparent to everyone. When the dysfunctional
elements become clear, new assumptions can be developed through teaching, coaching. changing structure and
process, rewarding evidence of learning new ways. and by creating :.logans, stories, myths, and rituals.

The Southwestern College culture could be described as informal, anecdotal, intuitive, and patriarchal. Some
would go so far as to describe the institution, along with all of academia. as arrogant. Still, the culture includes
a value for people and their ideas. For the institution to embrace assessment as a concept and to habitually use
student assessment as a basis for decision making, attendance needs to be given to the components of the
"turnaround mechanism" in relation to the existing culture. Herein are the details where the devil resides.
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At Southwestern College external pressure was supplied by the North Central Association when it mandated
student assessment as a requirement for accreditation. Insight came with individuals who were focusing on the
new teaching/learning paradigm and outcomes. There were a few individuals who formed a team to manage
assessment and to create a model. Changing this one part of the culture was facilitated by using another part of
the existing culture. For example, the informality of the institution provided a way to have dialogue about
student assessment, reassuring the anxious and providing opportunities for the dysfunctional to learn.

Stayin' Alive, Stayin' Alive

Schein (1985) speaks briefly of refreezing as part of the change process. It occurs when the "new cultural
elements solve problems or reduce anxieties." Southwestern College is not quite ready to say the refreezing
process has occurred, but there is evidence of it happening. The Assessment Committee actively supports
student assessment in all academic programs.

The Curriculum Committee in charge of the integrative studies program is preparing to phase in assessment of
outcomes previously not assessed. Programs are required to submit aggregate information about student growth
and how they use the information to improve the quality of the education. However, to say the institution is data
driven would be inaccurate.

Conclusion

The student assessment initiative begun two years ago continues. The college has learned some things about itself,
its culture, and about the freshmen entering Southwestern in 1994. For example, it takes a lot of time to change a
culture, and to be successful an internal education process must continue. The old adage. "Try it...you'll like it," is
true. Not all programs across the institution have the same understanding of student assessment. Those who have
progressed to the point of collecting and using data have found the information provided to be helpful, and believe
student assessment is an essential component of providing quality education and being accountable to the public.

Southwestern College has collected oata wit..; regard to critical thinking skills of entering freshmen over the past three
years and has recorded a three percentile point Mei .ase in the scores of the 1995 freshman class compared to the
students entering in 1994 and 1993. The college is looking forward to the time when it will be able to generalize about
the impact of the Southwestern College experience on student growth with regard to critical thinking. That will occur
at the end of the 1996-97 academic year.

Southwestern College, like all accredited institutions in higher education, has been asked to be accountable in
a way that is new and strange. The temptation is to assign success or failure to individuals who can or cannot
make the change within themselves. Schein's theory on change can help an organization see otherwise. In
actuality, the devil is in the details of the cultural change process.
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From Ideas to Reality:
Creating a Culture of

Assessment for Improvement

Deborah Fordham
Timothy Alderman

Overview of West Virginia State College

WVSC is located on an 85 acre campus approximately eight miles from the city of Charleston. the capital of
West Virginia, and is the largest institution of higher education in the greater metropolitan area, in which one
fourth of the population of the state is concentrated. The fall 1995 head-count enrollment was 4,486: the average
age is 26: 4Orii of our students attend part-time: more than 90c% of our students commute: more than two-thirds

ork at least part-time off campus. The majority of our students come from homes vk here a high school diploma
is the highest level of educational attainment, not very surprising given that West Virginia has the lowest
college- going rate and is also one of the poorest states in the nation. The primary mission of the College focuses
on strong baccalaureate and associate degree programs in the arts and sciences and in professional studies:
WVSC offers 17 baccalaureate degrees and 19 associate degrees.

Founded in 1891 as the state's land-grant institution for blacks. WVSC integrated the campus in 1954 vs ith such
style that the college became known nationally as a "living laboratory- of human relations": that phrase is now
the official motto of the college. In 1927, WVSC was tile first black land-grant college nationally to achieve
regional accreditation and is proud of the fact that the institution holds the longest continuing North Central
accreditation record of all the state's public four-year colleges and universities. In a state with a minority
population of approximately 3 '4 . WVSC maintains a minority student population of 12Ci through an activ e
recruiting program. In addition. WVSC has the highest proportion of minority administrators, faculty, and staff
of any college or university in the state.

The History of Outcomes Assessment at WVSC

Like many other institutions. West Virginia State College had various assessment progranls and projects in
place long before the creation of a formal institutional plan. The first WVSC Assessment Task Force (created
in 1988 immediately following a North Central Team Visit ) had developed and implemented a Grwluwe Exit
Survey in 1989. In 1991 the General Education Advisory Faculty had created the first plan to assess student
learning in general education, and faculty in our associate and baccalaureate programs had developed general
plans to assess learning in degree programs. An Alumni Survey had been implemented in 1992 by the planning
and advancement division. Several departments had started intensive work on improving and expanding
assessment of student learning in the major. In some cases, this focus resulted from specialty accreditation
guidelines (e.g.. NCATE, ABET, etc.), while in other cases it w as due to departmental faculty's recognition of
the need for more complete information for prop ram rev iew. curriculum evaluation, and course dev elopment.

In the spring of 1993. the primary question for faculty and administrators was not whether to do assessment.
hut how to do so effectively, given both internal and external constraints. Faculty and administrators wanted
to dev clop a "proactive" approach to assessment tor continuous improvement. rather than continue in the
somew hat disjointed "reactive" mode in N hich we had begun our assessment efforts. Faculty vs ho had
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developed and implemented various assessment strategies (with varying degrees of success) wanted technical
advice and support. The first Assessment Task Force had recommended in 1991 that a full-time professional
staff position be created to provide both academic support services needed by faculty and to coordinate
institutional and departmental assessment projects. In May of 1993 the college's first Coordinator of Student
Assessment was hired and the Office of Student Assessment was created, using funding secured through a
Federal Title Ill grant.

In the summer and fall of 1993, the Coordinator of Student Assessment met with faculty and administrators who
had been involved in past assessment initiatives and completed a needs analysis. Using the information gained.
the Coordinator developed an action plan for 93-94 with input from faculty leaders and administrators, including
the Vice-President for Academic Affairs. The Provost of the Community & Technical College, and the Chairs
of the NCA Self-Study and Policy Committees. In late fall, the President created a standing all-college
committee, the WVSC Student Assessment Steering Committee, and charged the group with the responsibility
of developing, implementing, and managing an integrated institutional assessment program. The Student
Assessment Steering Committee (SASC ), chaired by the Assessment Coordinator, revised and approved the 93-
94 Assessment Action Plan and began groundwork on the Assessment for Improvement Plan, one component

of an expanded Institutional Academic Plan ( l995-2000). At the same time, we were involved in a comprehen-
sive self-study of our institution in preparation for an NCA team visit in April of 1995.

While the date of the NCA visit was certainly a factor in our planning efforts, the work of the Student Assessment
Steering Committee (SASC) encompassed much more than simply preparing for the NC.A visit. We wanted to
revise, expand. and integrate our current institutional survey projects and develop better links between
assessment in the major and assessment of general education. We wanted to make the best possible use of limited
resources and apply what we had learned from our experiences with our "first generation" assessment efforts.
Most importantly, we wanted to build an assessment program that would lead to a culture of continuous
improvement of teaching and learning and not just to reports that occupied space but provided little useful
information to faculty and administrators. The SASC Action Plan for 93-94 focused on tOur main areas: getting
the Assessment Office operational; completing a needs analysis to determine our status in various areas relative
to standards of best practice (from NCAAAHE. etc.); identifying the services needed by faculty and staff; and
developing an institutional communication network for the sharing of information and resources. Once this
groundwork had been completed, the A.s.sessment for Improvement Plan could be finalized and then imple-
mented in the fall of 1995.

The needs analysis completed by the Assessment Coordinator during the summer and early fall of 1993 revealed
that the primary concern of faculty was assessment of learning in the major. Although more than three-fourths
of our academic programs had some form of an assessment plan, th;:re was little consisterwv or communication.
The Assessment Coordinator made a series of informational presentations to department chairs and program
directors throughout the 1993-94 year. These presentations focused on three primary areas: the components of
an effective assessment for improvement program in the major, the North Central guidelines for assessment of
academic achievement, and strategies for building linkages between the various levels of assessment to better
use limited resources. Departments and programs began by developing or revising program mission statements
and program learning outcomes. At the same time, three task forces of the SASC began intensive work on three
specific priorities identified by the needs analysis: an evaluation of the current institutional surveys being used
(including the revision of the Graduate Exit Survey ). the development of a "principles of practice" statement.
and the evaluation of current information management and communication systems. Alexander Astin's
conceptual model of assessment for excellence ( Inputs Environment/Experiences- Outcomes) helped us frame
our discussions and set our goals.

During the spring of 1994. the General Education Advisory Faculty ( GEM; ) began revising and extending the
1991 Plan to Asse.ss Learning in General Mucalion. This faculty committee followed the same process being
used in the departments and began with the stated learning outcomes. As faculty on GEAF reached consensus
on clearer articulations of the core learning outcomes, the focus of meetings shifted to the next step:
identification of appropriate ways of measuring student progress towards the essential learning outcomes.
Various questionnaires. pre-tests, post-tests. and portfolio projects were evaluated and revised as necessary to
better measure student learning and prov ide usable information to faculty. The section on the Graduwe Ern
Survey dealing with general education was also revised to more clearly focus on the core outcomes. This v ork

1 25



130 A ( !um ut /'ijs pi elf -S1101 Cind hIstinah,nal IMI,1 tn, M. I VW')

on developing more useful. v al id. and manageable assessment strategies and reporting systems in the general
education core is ongoing.

As faculty examined the issue of student progress and documentation of student learning, it became clear that
easily accessible haseline data about our entering students was limited to GPA information and ACT or SAT
scores. A major addition to the institutional level of the assessment program was made in the summer of 1994
with the implementation of an Entering Student Sur v project in conjunction with the Higher Education
Research Institute at UCLA. Entering freshmen and transfer students were asked to complete a student
information form supplied by the Cooperative Institutional Research Project at UCLA. The Entering Student
Surivy will provide haseline information on employ ment hours, college goals. educational attainment goals.
social attitudes. etc., which can be compared to information gained from theGraduate Exit Survey later on.

At the completion of the self-study year, the Student Assessment Steering Committee had accomplished the vast
majority of the tasks outlined in the Assessment Action Plan and began shifting focus to the articulation of the
five- year plan that woukl guide the strategic plans for assessment of student learning for every unit on campus.
The same planning process and plan format were used by all of the groups working on the various components
of the lnstitutioual Academic Plan: this approach helped to create much higher levels of consistency and
communication than had been achiev ed in the past. Drafts of the Assessment for Improvement Plan were

regularly distributed to various constituencies across campus for comments and suggestions. The final
Institutirmal Academic Plan (including the A.v.seNsmear Improvement Plan) was officially completed and
approved by the College's President on December 15. 1994. In April of 1995, the NCA Team visiting WVSC
rev iewed our plan and the feedback was very positiv el the team recommended continued accreditation for the
institution with the next comprehensive ealuaiion in ten years.

WVSC's Assessment for Improvement Plan (1995-2000)

The perspective of W V SC' s A/ Plan is global rather than specific, providing broad goals and objectives rather
than specific strategies. At WVSC. faculty ownership and management of the assessment of student learning
is at the core of the faculty culture. At the program level, the department chair or program director, along with
program faculty. are responsible for the assessment of student learning in that program. The Director of General
Education, along with the General Education Adv. isory Faculty oversee assessment of general education core
outcomes. The Office of Student Assessment oversees two of the institutional assessments (theEntering Student
Survey and the Graduate Esit Surrey) and v. orks closely with the two other offices responsible for theAlumni
Survey and the Student Sati stir( lion Inventon. The four broad goals of the AI Plan for the 1995-2000 time period
are:

to institutionalize an approach to assessment of student achievement which rests on Astin's' Input-
Environment-Outcomes model and w hich is consistent across departments. across divisions and across
levels of student experience:

to des elop and maintain coimiprehensis. e communication and information management systems across
all levels of the institution so that student progress data are appropriately collected, shared, and used in
all levels of decision-making:

to dev elop an institution-vs ide commitment to continuous quality improvement of programs and
serv ices:

to integrate current (and Ititure assessment ,I.:(1 itieqprogram. into one organized system for docu-
menting and improving student learning and development.

For each of these goal aieas. the Student Assessment Steering Committee articulated various objectives for the
Assessment Coordinator and the Student As,essment Steering Committee as well as various recommendations
about future resources and vossible changes in policy and procedures that would promote achievement of the
plan's goals by the year 2000. Again, the specific strategies and action plans are the responsibility of the various
departments and support units A tentative timeline for completion of v arious objectives was also included We
approached this document as a "working plan- and built in a yearly evaluation and revision process through the
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Student Assessment Steering Committee. (Complete copies of the WVSCA3sessment for Irnprovenzent Plan
and the WVSC Assessment Report submitted to NCA/CIHE are available in the Assessment Resource Room
and in the Self-Study Resource Room at the Annual Meeting.)

Implementation of the Assessment for Improvement Plan

Although the formal implementation date was for fall of 1995, several projects were begun before the official
implementation date. Funding was found for a full-time research assistant in the Office of Student Assessment
and this second full-time professional staff person was added to the office in August of 1995 to better meet the
needs of faculty and staff. In spring of 1995, faculty in programs and on the General Education Advisory Faculty
made revisions in courses and programs based on use of assessment data from the previous year. A new level
of the reporting system for the Graduate Evil Survey was added to provide department chairs, program directors.
and division deans with both qualitative and quantitative data from their majors. A Student Progress Data Indea
was published in spring of 1995 as a resource guide for faculty and staff.

Work continues cn the program level, with approximately 60% of our academic programs still developing their
feedback and reporting systems. While the Al Plan proposed that the WVSC Program Assessment Guide
(detailing the assessment systems for all academic programs and general education) would be finished by the
end of the 95-96 academic year, the North Central team recommended that we aim for the end of the 96-97 year
The SASC is still holding to the original target, however, with the understanding that all assessment foi
improvement systems need to be flexible. Some departments are further ahead than others: all departments and
programs are involved.

The NCA Team cautioned against relying too heavily on survey data and urged the inclusion of multiple direct
measures of student learning to the assessment systems of all academic programs. These direct measures are
being developed, both at the major program level and in general education. For many of our programs, this will
be a long-term process: few of the available standardized tests of content areas meet our needs. In several of our
programs, we are developing local tools to measure knowledge and skill (both pen and paper tests and
performance/product assessments), using a criterion-referenced approach rather than a norm-referenced
approach. We have already developed common syllabi, assessments, and evaluation/grading systems in several
of our multi-section general education courses (e.g.. English 101, Math 101, GenEd 100 and 200. etc.), which
serve both general education and various majors.

Hindsight...Foresight...Oversight

One way of summarizing what we have learned at WVSC over the last three years is to say we have developed
a multidimensional perspective through which we examine our assessment for improvement system: simulta-
neously looking backwards and forward while looking at both the components and the whole. We have realized
that success in the present requires a clear understanding of both the successes and failures of the past. We have
also realized that the process is just as critical as the product: in some cases process is the product. During the
workshop, the presenters will share specific planning tools, example% of assessment strategies, suggestions for
faculty development, strategies for turning data into information, and examples of the kinds of cultural change
that are occurring on our campus as a result of our assessment efforts.

Deborah Fordham ts Coordinator of Assessment, West Virginia State College, Institute. WV.

imothy Alderman iv Direcwr-General Education, West Virginia State College. Institute. WV.
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Developing and Implementing a
Comprehensive, Coordinated

Campus-Wide Assessment Plan

Deborah Olsen

Assessment of student lea: ..ing offers great opportunities and great challenges at a large Research I university.
The vast resources and research expertise available at a Research I make possible a wide-range of assessment
strategies and instructional innovations. At the same time, issues of scope and coordination become more
difficult. Successful implementation of assessment on any campus requires honest recognition of both the
rewards and the obstacles associated with assessment: its costs and benefits from the perspective of faculty.
students, administrators, and the institution as a whole. Implementation does not begin when the plan is
complete; it starts with the early and often difficult discussions of the goals for assessment and the principles
that guide it, and continues through more specific planning of general education, the major, and graduate studies.
Assessment is a way of thinking, a philosophy of education that stresses better understanding of student learning
and continuous improvement of instruction. The minute faculty begin to seriously consider these issues
assessment has begun. Moreover, without the investment and commitment of faculty and administrators, the
best of plans will lie fallow. If the assessment mo,:ment and its proponents have had a failing it is that their belief
in assessment and its value to the educational enterprise has sometimes made them too anxious to move forward
and implement an assessment agenda that is not fully understood and supported by the faculty who will need
to carry it out.

I believe that having struggled with many of the complex and difficult issues associated with assessment,
Indiana University Bloomington has developed a constructive and fairly sophisticated approach to assessment
of student learning, one that promises great benefit to faculty and students alike. In this paper I will briefly review
some of the strategies and procedures that have helped to make the planninr, and implementation processes a
success.

L; Establish the Basics

As the North Central Association has often indicated, a campus wide assessment program requires the
endorsement of higher level administrators. The support of the administration cannot guarantee faculty
investment, but a clear lack of support from this quarter signals sure failure. At Bloomington. our
Chancellor and Deans were leaders in developing a set of campus principles for assessment
underscoring our commitment to instructional improvement but also indicating that assessment would
be relevant to normal review processes. as well as to progress toward key initiatives in undergraduate
education. The administration charged the Office of Academic Affairs with oversight, dedicated staff
in that office to assisting units with assessment, and provided funds that would help units with start-up
costs associated with development of measures.

Although it is relatively easy to define the "first principles" that an assessment program must address,
reaching consensus on these issues is more difficult. For example, is assessment to be carried out for
instructional improvement, enhanced accountability, or both? Arc units generating assessment data
responsible to present those data in detail (e.g., at an annual review) or simply to report generally on
activities? The more input faculty have in these discussions and the clearer they are about the principles
established, the more ownership and control faculty have over the process and the greater their
willingness to participate in assessment. The efficiency of these discussions can he increased by
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gathering examples of the principles established at other institutions (e.g., Keene College) and selecting
and adapting to suit your own institutional needs.

There must be both an organizational and budgetary infrastructure to support assessment. Especialls.
at a large research university, the organizational structure must have linkages flexible enough to
accommodate the range of goals and timetables established by different units and coordinated enough
that the activities undertaken by different units and at different levels of the canipus interrelate in
consistent and meaningful ways. A successful organizational structure will serve two basic functions:

communication about assessment activitiescommunication between campus level admin-
istration and academic units, and among academic units themselves and

supportin the form of fiscal resources, procedures for formal recognition, available expertise
(staff versed in assessment methods), and auxiliary services (development or enhancement of
testing, teaching, or survey services on campus that can assist faculty in carrying out
assessment).

A budgetary infrastructure is of no less importance to a successful assessment program. At Indiana
University Bloomington we were fortunate to have in place a management structure. "Responsibility
Centered Management" (RCM), that charged academic units with fiscal and academic planning and
decision-making. Thus our very structure (atypical for an academic institution) invests the resource and
planning functions essential to assessment in the faculty and unit administrators who must carry it out.
Moreover, the assessment data collected are valued in an RCM environment where no activity is cost
neutral.

[1 Create an Inventory of Current Activities Relevant to Assessment

The staff person(s) charged with overseeing and assisting assessment activities can contribute
enormously to the development and implementation of the campus assessment plan by compiling a
comprehensive inventory of existing studies and programs, and of how they relate to specific campus
goals for assessment. This type of inventory provides concrete illustrations of how assessment can be
(and is being) carried out, reveals where there is a firm foundation for future assessment, and where
much more work is needed. A more indirect, but no less significant, benefit is that such an inventory
validates faculty's past and ongoing efforts to evaluate teaching and learning, and introduces assessment
as an enhancement of those efforts rather than a simple criticism of them.

, Provide Units with Frequent, Specific Information about Planning and Implementation

It is important to establish timelines and general outlines for unit-based plans and implementation, but
not sufficient. Because they are often not relevant to their discipline, many academic units are unfamiliar
with the kinds of social science techniques, quantitative or qualitative, that underlie most methods of
assessment. Furthermore, many units are unaware of the national debate over higher education, the
specter of SPRE' s, and the larger public and legislative context for institutional accountability. Units
can be assisted greatly through workshops and individual consultation that help them better understand
why there is a need for assessment and how best to address that need in terms appropriate to their
department and discipline.

Workshops should be concise and straightforward. We are asking for a specific product. the plan. and
faculty's initial concerns focus on the parameters of the task to be accomplished. Once the task is clear
and appears to be of manageable proportions receptivity improves and more complex issues can be
addressed. Don't be above providing page lengths. timetables, and an outline of the plan's component
parts. As one chair at our institution said "When it conies to assessment, I'm rather like my students,
I want to know what is going to be on the test." As opposed to reducing assessment to something narrow
and formulaic, addressing faculty concerns directly and up-front has had a highly salutary eft', and

signals the respect for faculty time and experience required to make assessment an effective teaching-
learning tool.
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Workshops stress the three component parts of every plan: goals, measures, and a faculty feedback loop.
We encourage faculty and departments to focus especially on areas of students' learning critical to their
academic goals and that they feel they need more information about. Put this way, virtually every
department has questions about its students' learning it would like answeredCan our students apply
the analytic skills paradigmatic of our discipline to new texts? Do students who take the practicum have
a better understanding of research in our field? Can our students convert a complex word problem to
its quantitative analogue for solution?

Lists of measures are helpful to faculty along with explication of how to relate goals to measures. In
addition, to the general types of information different measures provide (e.g., measures that assess
performance and those that meas,lre attitudes) we provide criteria for measures:

there must be multiple measures of diverse types (but it is better to do several measures well
than many measures poorly):

measures should be maintainable. i.e.. the department must be able to conduct the measure over

time on limited resources: and

measures should be. as much as possible, part of the fabric of instruction.

Faculty will often underestimate the difficulty of constructing or implementing a measure. The cost of
such misestimation is often high as faculty will view their experience not as a single failed experiment
but as the generalized failure of all assessment (we have seen a similar phenomenon in experiments with
instructional technology ).

The assessment staff should work actively with departments to help guide faculty to existing measures
or explore efficiencies in administration or coding that make a measure feasible. Optimal use of
departmental course-taking patterns, standardized projects for the major, etc.. can also be encouraged
in individual unit consultations. By stressing learning questions of importance to the department, the
rationale for a faculty feedback loop becomes more compelling and apparent. Finally, workshops and
consultations should be heavily peppered with examples from other unitsunit i,oals, measures used.
findings implemented. In this way, units in the vanguard are given deserved recognition for their
pioneering efforts, there is cross-fertilization of assessment strategies, and faculty develop a sense of
participating as colleagues and members of a common campus in a larger venture.

n Continue to Supp_rt Faculty and Units After implementation is Underway

One of the themes of the assessment literature is its iterative and dynamic nature. Assessment methods
may prove more difficult or less informative than expected, assessment needs may change with a new
curriculum or student body etc. This means units will need to rethink and perhaps reformulate their
approach to assessment of student learning, and will continue to require support and assistance. Perhaps
one of the most difficult tasks for staff members charged with responsibility for assessment will be
remaining as responsive and sensitive to the needs of these units as they should be. If we wish assessment
to truly move beyond planning into implementation. to become a regular and valued feature of the
instructional routine, we must nurture unit efforts in these early days, helping all faculty and units
experience the profound benefits that accrue to faculty and students through effective assessment of the
learn; ng process.

Deborah Olsen i.s A csistant Dean of the Facultie.s. Indiana University-Bh)omington, Bloomington, IN.
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Managing Chaos:
Integrating a

Comprehensive Assessment Plan

Judith M. Dallinger
Virginia Helm

Karen Mann
Eugene Mathes

Elizabeth Wehrman

The Western Illinois University Plan for Assessment of Student Learning delineates a cyclical process of
identifying learning outcomes, measuring students' achievement of those outcomes, analyzing the results of
learning assessment, and using those results as a basis for enhancing the curriculum and the teaching-learning
process. Assessment is conducted in each of four areas: general education, baccalaureate level skills,
undergraduate major, and graduate major. All areas seek to measure student learning at each of four stages:
entry, mid-program, graduation, and alumni.

The assessment cycle at WIU is guided by a Philo.wphy of Assessment of Student Learning, which, in brief,
specifies these principles.

Diversity of purpose and programs is one of the strengths of American higher education.

Student outcomes assessments should focus on the description of student learning as well as on the
improvement of learning and performance over time.

Methods for evaluation and assessment should be the responsibility of the faculty.

The University and its individual programs should use multiple methods of assessment for improving
learning and teaching and for demonstrating achievement.

An effective assessment process will require resources.

The assessment process should be linked to strategic planning and program review in order to encourage
change and improvement.

General Education Assessment

Assessment of student learning in the General Education curriculum is conducted by Assessment Research
Teams (ART) of faculty members appointed in each of the five categories of the University General Education:
natural sciences/mathematics, social sciences, humanities, multicultural studies, and human well being. Teams
are refining specific learning objectives and developing a variety of appropriate measurement techniques.
Current activities of the teams are listed below.

Natural Sciences/Mathematics. The Natural Sciences and Mathematics ART is extending and
expanding on its work from last year which uses the SOLO taxonomy (Biggs and Collis) as a basis for
measuring student thinking skills in the area of sciences and math. Committee members representing
faculty from each of the sciences and the mathematics departments are producing additional assessment
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items (super-items) that will be administered again in their classes during Spring 1996 to determine
students' levels of cognitive reasoning. The committee proposes to extend this technique tin oughout this
entire general education category, so that results will provide for an understanding of how the
curriculum can increase students' cognitive abilities.

Social Sciences. The Social Science ART has revised an assessment instrument initially prepared in
Spring 1994. This locally developed multiple choice test was developed by social sciences faculty to
assess each of five learning objectives identified for the social sciences. It will be administered as a pre-
and post-test during spring semester. 199. They are also analyzing student .esponses to a set of open
ended questions administered in 1994 and will compare those responses to similar data collected from
the faculty, in order to examine differences in students' and faculty understanding of the goals of general
education in the social sciences. In addition, they are developing a handout about the category wide
learning objectives to be distributed to all faculty teaching general education social science classes.

Humanities. The Humanities ART is carrying out systematized classroom assessments in eight
disciplines ( Art. Communication, English, Foreign languages. History. Music, Philosophy, Theatre)
intended to provide evidence of the students' capacities for writing humanistic discourse. The
assessments will be done at the beginning, midpoint, and conclusion of the semester. The courses range
from individual sections with 35 students, to multiple sections of a single course with 35 students each,
to large lecture sections of more than 60 students. Faculty members will test various classroom
assessment techniques (e.g., a five-minute paper, concept maps, test question generation) and will use
a common method of scoring for primary traits. Data skill be analyzed by the individual faculty member
to determine the relationship between the assessment and the content and pedagogy of the course. Data
will also be collated from all of the sections and analyzed to determine any patterns of student
performance connected to demography (e.g., ACT, number of prior humanities courses). Based on these
prototype assessments, a more controlled method of classroom assessment in the humanities will be
recornmended to the departments and faculty at large.

Multicultural and Cross-cultural Studies. The Multicultural ART members are working on three
tasks. First, they are reviewing the history of the multicultural/cross cultural requirement at WIU, as well
as reviewing the requirements at other universities for comparative purposes. Second, they are
analyzing the data previously collected on a locally developed attitude and content test, which was
administered in a pre and post format to all multicultural courses offered Juring Spring 1995. Finally,
they are revising the instrument and will administer it to selected multicultural classes during Spring
1996. Results from both the initial and revised instruments should provide information about common
content of the multicultural courses and about student attitude changes resulting from participation in
a multicultural course. Because the multicultural and crosscultural category is a new development at the
university, data from this ART will be used in evaluating the decision to enact this general education
requirement.

Human Well Being . The Human Well Being ART, consistinu of faculty representing four departments
offering courses in this area of general education, completed its first semester of work during Fall, 1995.
ART members solicited exams from all faculty teaching general education courses in this area, selected
items for an assessment instrument. and developed several open ended questions for that instrument.
The instrument was then submitted to faculty for additional feedback about validity and appropriate-
ness. The instrument will be piloted spring semester, 1996.

Baccalaureate-Level Skills

The purpose of assessment of baccalaureate- level skills is to measure student progress in achieving expectations
for learning in the four areas of reading. writing. mathematics, and speaking.

i'mtrance. ACT test scores are required for all entering students. In addition, placement tests in
mathematics and writing are administered by the University Advising and Academic Support Center
to all freshmen and many transfer students.
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Mid-Program. For the last three years, assessment of "rising-juniors" has involved administering
several of the ACT developed CAAP tests, in conjunction with a long-standing, locally developed and
graded writing essay. Passing the writing portion of the exams is a university graduation requirement.

Exit/Graduation. Departments are charged to assess the continued progress of their majors in
baccalaureate-level skills at a level determined al propriate by the departments to he of particular
relevance to the success of their majors.

Alumni. The Office of Institutional Research and Planning administers an extensive survey of first,
fifth, and tenth year graduates on a regular cycle. In addition, each department conducts periodic alumni
surveys focused more specifically on graduates' satisfaction with educational experiences in their
majors.

Assessment of Learning in the Undergraduate Major

Each department or program has developed a major assessment plan for student learning. Each plan includes
a version of the following components:

a description of goals A' the major;

specific measurable learning objectives;

assessment methods for measuring achievement of learning objectives at entry, mid-level, exit/
graduation. and alumni stages;

a description of how assessment data/results will be analyzed; and

a description of how assessment results will be used as feedback for the improvement of learning and
teaching.

The resulting department major assessment plans are diverse in terms of each of these components. Dates t'or
beginning plan implementation range from Fall .1990 through Fall 1995. Some have collected student
achievement data, and a few have closed the loop and initiated changes in curriculum and other activities in
response to results obtained. The numbers of learning objectives range from 2 to 3. with some plans breaking
those down further into multiple outcomes.

All departments include multiple measurement methods such as: attitudinal interviews and/or surveys; locally
developed and/or standardized tests of knowledge, content and/or achievement; completion of an internship and
student assessment of their experiences during it; a senior seminar; interviews with students; portfolios;
enumeration of students' "real world- achievements; and state certifications. All plans also use alumni surveys
and some include employer surveys and/or employer advisory councils.

Assessment of Learning in the Graduate Major

Assessment of graduate programs is currently being initiated at the university. The Graduate Council has
recommended a list of components that will form the basis of graduate major assessment plans and, at present.
departments are reacting to the report. The recommended components include:

Student Achievementincluding these elements: mission of the program. learning objectives,
assessment tools, how the data will he integrated, and how the results will he used to improve program
quality.

Feedback Loopwhich involves a description of the nature of the feedback and the procedures for
program modification.

Faculty Involvementa description of how faculty will he involved in the development of the
assessment plan.
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Timelinean estimate of when the plan will be developed and implemented.

Administrationa description ot' how the plan will be administered and who will be responsible for
its various parts.

It is expected that departments offering graduate programs will be developing specific plans for graduate
assessment this year and will begin implementation in the 1996-97 academic year.

integrating Results for Institutional Improvement

The Provost's Office and its extension, the Office of Assessment of Student Learning with three faculty
associates and the director of Institutional Research and Planning, have the delicate task of assuring that
assessment activities are initiated and implemented by faculty.
A Council of Assessment of Student Learning, composed of faculty members representing all areas of the

univ sity, provides recommendations for assessment policy and procedures and works to promote and
facilitate faculty responsibility in assessment.

We still face hurdles of faculty resistance, primarily by those who have not themselves been involved in any
assessment activities. The challenge is for those faculty and administrators who understand and are committed

to assessment as a means of continuous quality improvement to bring along their more reluctant colleagues and

the students.

Activities undertaken as part of this multifaceted effort recently have included:

publication of a periodic campus assessment newsletter;

a day long, in-house assessment conferencehighlighting presentations by faculty members involved
in general education, major, and baccalaureate level skills assessment activities;

ongoing interaction among faculty members teaching within the different general education areas
concerning shared goals and measurement meti, .is; and

a series of meetings with various faculty committees for the purposes of increasing awareness of the
university assessment process; sharing the results of assessment activities; and involving faculty in
updating and revising the Western Illinois University Plan of Assessment of Student Learning.

The WIU Plan was first initiated in 1990 and was among the first to be juuezed acceptable by NCA reviewers

(1992).

Judith M. Dallinger is Professor. Department of Communications, Western Illinois University, Macomb, IL.

Virginia Helm is Assistant Provost and Academic Vice President, Western Illinois University, Macomb. IL.

Karen Mann is Professor. Department of English, Western Illinois I Iniversity, Macomb, IL.

Eugene Mathes is Professor, Department of Psychology, Western Illinois University, Macomb, IL.

Ehzabeth Wehrman ts Professor, Department of Music, Western Illinois University, Macomb, IL,
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Assessment:
Moving from Planning

to Implementation

BiD Wresch
Kay Schallenkany

Introduction

In October, 1939, the North Central Association CIHE initiated a program that shook the rafters of many
campuses in the region. Assessment of student academic achievement became a critical component in
determining overall institutional effectiveness. As institutions rushed to address the initiative, five evaivative
questions were framed to direct and focus energy. These questions were:

To what extent has the institution demonstrated that the plan is linked to the mission, goals, and
objectives of the institution for student learning and academic achievement, including learning in
general education and in the major?

What is the institution's evidence that faculty have participated in the development of the institution's
plan and that the plan is institution-wide in conceptualization and scope?

How does the plan demonstrate the likelihood that the assessment program will lead to institutional
improvement when it is implemented?

Is the timeline for the assessment program appropriate? Realistic?

What is the evidence that the plan provides for appropriate administration of the assessment program?

At face value, the questions were straightforward and should have been easily answered. However, faculty and
administrators experienced frustration and anguish as assessment of student academic achievement took center
stage. Two institutions in the University of Wisconsin SystemStevens Point and Whitewaterwere no
different from their counterparts throughout the North Central region. As the campuses make the transition from
assessment planning to implementation, each finds that the outcome has been somewhat different than the
carefully crafted plans. Successes, disappointments, and a few surprises have been encountered.

UW-Stevens Point

E Successes

1994-95 was a banner year with approval of the assessment plan by the campus as well as NCA. The
first round of department level assessments was completed with antounding results for some. Trial and
error with multiple measures, portfolio development, and nationally normed tests provided opportuni-
ties for reflection and discussion among the faculty. Administration of the ACT-COMP to 150 seniors
provided information regarding a breadth of general education activities.
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r-, Challenges

Few departments simply refused to assess their programs. Of more concern were the three or four that
went through the motions, not daring to openly defy a campus program, but clearly having no interest
in legitimate participation.

Surprises

The level of fear expressed by some faculty and departments was not anticipated by those who
developed the plan. Serious concern that administrators would use the data for their own nefarious
purposes resulted in carefully crafted safeguards that limited dissemination of reports to the assessment
committee members only.

Some departments embraced the opportunity to demonstrate the strengths of their programs. Through
multiple measures, they accumulated a mass of information related to student academic achievement
and proudly proclaimed that their students were indeed learning what had been expected of them.

The third surprise involved administration of the ACT-COMP to seniors. Having heard horror stories
about low participation, the assessment coordinator contacted nine professors teaching senior seminars.
Eight of the nine agreed to administer the test as part of the course. The positive attitude of the faculty
had a strong influence on student participation rates.

UW-Whitewater

IT Successes

The Whitewater campus had its assessment plan completed in early 1993 and has been moving through
various stages of implementation. Through ongoing dialog with the assessment committee, a team of
faculty, staff, and administrators has been developed. Information is shared as part of annual reports
submitted by departments. Conimistees such as the General Education Review Committee, the Audit
and Review Committee, the University Curriculum Committee, and the Strategic Planning Committee
require assessment results as part of the documentation submitted for curricular changes. Most faculty
and administrators appear to recognize that the advantages of documenting student academic achieve-
ment far outweigh any disi.dvantages that had been feared.

IT Challenges

Infusing assessment into the culture of the campus has been an onguing challenge. Some programs have
taken a minimalist stance forcing the above committees to either take a heavy handed approach to force
compliance or to overlook the aberrant behavior. Deciding how to respond has caused some conster-
nation among committee members.

Surprises

Development of the plan was far easier to accomplish than implementation. The planning committee
was composed of energetic individuals who were willing to perform yeoman's work to prepare the
document. On the other hand, implementation of the program requires involvement of the entire
campus. Those who are strongly committed often take an undue share of the burden. The committed are
also constantly engaged in efforts to keep the initiative before the faculty lest they forget or assume that
this is one more fad that has come and gone.

The experiences of the Stevens Point and Whitewater campuses reflect anecdotal information that has
been shared during conferences and meetings throughout the NCA region. Som. additional thoughts
may assist individuals as they struggle to infuse assessment of student academic achievement into the
daily routine of the campus culture.
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Assessment: Homomensurmania or Psychoselerosis?

Traditionally, the curriculum has been determined by the faculty who use their personal educational experi-
ences, guidelines from their professional associations, or practices from competing institutions as the basis for
their decisions. Faculty decide what the curriculum should be and proceed from that point to deliver the
productinformation. Whether the students absorb or usc the information often has been of less concern than
the performance involved in delivering the information.

With the advent of assessment, the discussion is shifting from the "in loco parentis" philosophy to a student
centered perspective. Questions, such as what outcomes do we expect of students?, how do we know these are
important?. how will we know whether the students have met the expected outcomes?, and if they haven't what
are we going to change?. have replaced "students don't know what they need to learn" and grade distributions
as a topic of department meetings.

For some disciplines and sonie faculty, the discussions are relatively easy. For others, the discussions are more
painful. Concern that the curriculum is driven by employers, students, or other stakeholders is a troubling issue
for some. Such perceived intrusion into the inner sanctum of faculty responsibilities raises questions related to
autonomy and academic freedom. Will assessment jeopardize these dearly held tenets of higher education?

In the face of Homomensurmania (the irresistible urge to measure human behavior) is the resistance posed by
Psychosclerosis (the hardening of attitudes). Assessment coordinators and administrators are finding that their
role is mentor and peace keeper. The stages of change must allow normal human behaviors to occur. One should
expect anger. denial, rejection, and grief. But, these eventually should lead to understanding and acceptance.

As educators, we face c:ainges that challenge our normal operating proceduresfrom closed classrooms to
open classrooms on the Internet, from theory dominant courses to theory supported by field practice, from
lecture delivery to group discovery, from monocultural to multicultural, from teacher focused to student/
learning focused. Policy makers are asking whether students learn because of our efforts or in spite of them. By
ensuring that we know what we expect students to learn and are prepared to demonstrate that our students
accomplish the expected outcomes, we have an avenue to match curricular change with the outcomes. If students
do not accomplish what has been expected, we should be able to identify why this has occurred and make
appropriate adjustments. Those faculty and administrators with homomensurmanic tendencies must be
mentored. It is not necessary or wise to amass volumes of data. A carefully crafted plan should ensure that
sufficient data are available. Those faculty and administrators who lean toward psychosclerosis must also be
mentored. Assessment of student outcomes provides an opportunity to embrace change and shape our destiny.
It is an opportunity that we should not overlook.

Hill Wresch Is Chair. Ikpartment 4 Math and Computing. Universa WiMonsin-Stevens Point, Steven.%
Point, WI.

kay SchallenAamp is Provost. Ilniversay tif Wisconcin-Whaewater. Whaewater.



Chapter 1/1. A %sessing Student Learning. Relahng A %(' %mem .4 Student A( adcmi. Inet-enient to Insututional Effectiveness /143

113. RIM

ANNUAL MEETING
1996

Chapter VI

Assessing Student Learning:
Relating Assessment of

Student Academic Achievement to
Institutional Effectiveness



Chapter VI. Asse.ssing Snider,: Learning Relating A scecvment of Student Academic Achievement to Invitational Lffectiveness / 145

Let This College Fly!
Institutional Effectiveness and

Continuous Improvement

Judy Armstrong

Introduction

Quality, like beauty. is In the est' of the beholder. and In higher education. the eye of the beholder is beginning
to squint.

Smith and Baxter

Since World War 11. when many of them first appeared. America's community colleges have enjoyed a blissful
marriage with their publics. Offering accessible, home-based, and low-cost education, their numbers increased
dramatically, as did their enrollments. By 1985, the country's 1,350 two-year colleges represented more than
40 percent of institutions of higher education and accounted t'or 44 percent of all first-time college freshmen
( Parilla. 1993. p. 22). Today. a changing society and dwindling resources are bringing the honeymoon to a close.
In their search for a quality education at rock-bottom prices, people are "...bringing the same consumer
expectations to a college as they do to a supermarket, a bank, or a hardware store" (Reid, 1995, p.22).

In times of severe criticism about the quality of America's higher education system, coupled with stiff
competition for public dollars. it is understandable that more and more demands are being voiced for
accountability. Certainly the nation's accrediting agencies, which have placed stronger emphasis on the
assessment of student academic outcomes and institutional effectiveness as criteria for accreditation, are
motivating colleges to respond to those demands. A more significant motivation, however, may come from state
and national legislators. who themselves are being held more accountable for distributing public funds wisely
and well. When faced with difficult choiceseducation or health, health or safetythey are increasingly more
likely to respond as the parishioners in this story recounted by Ashworth (1994 ).

Preacher: Lord, we gotta make this church walk.

Parishione is. Amen, let'er walk.

Preacher: Lord, we gotta make this church run.

Pori thinners Amen, let'er run.

Preacher: Lord, we gotta make this church. 17 y.

Parishioners: Amen. let'er fly.

Preacher: Now, Lord, it's gonna take some money to make this church fly.

Parishioners: Amen, Lord, let this church walk. (p. 10)

A third, less otten encountered, motivation stems from people within a college doing what leaders in any
organization should he doing-- asking questions of purpose and performance (Bogue and Saunders. 1992, p.
xi ). Asking those questions, however, is no easy task, for it often lead% to more questions and seldom leads to
definitive answers. Perhaps that is the real role of accountability in higher educationasking the questions that
guide the continuous search for improvement.
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Since student success is the primary reason for any college's existence, one of the most significant pieces of

measuring institutional effectiveness is the process for gathering, measuring, and evaluating student outcomes.
However, effectiveness. including student success and the continued survival of the institution itself, depends

upon an organization's ability to effectively manage change. According to Lorenzo and LeCroy, continuous
change will be the cornerstone of the Information Age, and the community college that is able to respond to

change "must demonstrate a similar capacity to grow. It must develop the processes that will enable it
continually to update and strengthen itself to conform to new conditions" (1994, p. 21). Thus, the effective

community college utilizes assessment, systems thinking, quality initiatives, and leadershipdevelopment to

produce "...successful outcomes for multiple constituenciesinternal and external. When outcomes are

compared to the institution's mission and goals, the result is a composite picture of an institution's effective-
ness" (Community College Roundtable. 1994, p. 9 ). Therefore, colleges that realistically and regularly measure

their effectiveness, analyze the results, and develop strategies to improve those results will be better able to adapt

themselves to the future's uncertain environment.

One of the major goals of any accountability effort is to identify concerns early enough to counter their possible

negative effects. However, crises often arise because organizations are not willing to look at early warning signs

of difficulty. Instead of aggressively and continually searching for problems. many leaders wait to be hit by

them; thus, their organizations are in a constant reactive, rather than proactive, mode. According to Peters.

"Effective assessment requires a diligent search for bad news, which is more useful than good, but accountabil-

ity' encourages the opposite. Campus officials are understandably reluctant to bear bad tidings to those who fund

them..." (1994. p. 181. As a result, public demands for accountability often are answered by accountability

reports that leave too many truths hidden. Improvement remains illusive.

In theory, a plan to measure institutional effectiveness should provide an ideal avenue for an aggressive and

continual search for problemsalthough it may not assure that anyone within the institution has actually taken

the risky walk down that avenue looking for those problems. Before an organization canreally begin that walk,

however, it must he certain that the avenue leads to the desired destination and that all of its empl9yees have

the map. The question remains, then, do plans to measure institutional effectiveness truly lead to continuous

improvement'? Whether a college and its students fly or walk depends upon the answer to that question.

Issues

Quality i% never a problem, but the .solutton to problems.W. Edwards Deming

If effective institutions produce success for both internal and external constituencies, then a plan to measure

effectiveness at a community college should address the outcomes of students. employees, and the community

it serves. While assessment of student outcomes is the primary measure of a community college's effectiveness,

recent research increasingly points to college leadership style as an almost equally important measure because

of its ability to significantly affect stakeholder satisfaction.

Assessment and Institutional Effectiveness

Without a doubt, most efforts to assess institutional effectiveness have come in response to the nation's

accrediting bodies' requirement that colleges document student academic achievement as part of the

self-study for accreditation and their further expectation that the results of assessment be used for

institutional improvement. Accreditation agencies have defined institutional effectiveness as "a process

designed to hold public educational organizations accountable for clear mission statements, expecta-
tions of student learning, and appropriate assessment processes to determine the extent to which these

expectations arc being met" ( Baker. 1994. p. 2) For instance, four of the NCA's Criteria for
Accreditation are stated in terms of an institution's ability to clearly state and accomplish its mission

and purposes. ft is critical, then, that plans to measure institutional effectiveness be linked to a college's

mission and goals. Clearly, the goal of institutional effectiveness is improvement.

Howes er. accreditation is a voluntary process. and the value of self-study perceivedby some as dubious

at best. Public scrutiny of the quality of higher education versus its escalating cost is on the increase.

1 1 0

A

.



Chapter 1/1. Assessing Student Learning Relating Assessment of Student Academic Achievement to Institutional Effectiveness / 147

According to Banta (1995), "...the accountability noose is tightening," and colleges are searching for
"...indicators of performance that have credibility within and ,,utside the academy" (p. 4). In that
framework, Banta goes on to define assessment as "...a process of providing credible evidence of the
outcomes of higher education that is undertaken for the purpose of improving programs and services
within the institution" (p. 5.

Therefore, institutional effectiveness measures how well a college is able to produce desired outcomes
with the different publics it serves (Baker, 1994). Assessment of those outcomes should be systematic,
ongoing, accessible, and easy to use. Because the goal of assessment is to identify problems,
organizations that measure their effectiveness may find themselves in conflict. However, if the
assessment leads to continuous improvement, the benefits to the collegeand the publics it serves
will far outweigh the turmoil.

Stakeholder Satisfaction

An institution's management system is an essential ingredient for quality. Leadership is a group
phenomenon, yet many community college leaders today have been reared in yesterday's "bureaucratic
organizational structures that were hierarchical, top-down, and control-oriented...this approach to
management will not suit colleges in the quality-focused, customer-centered environment of the
1990's" (Alfred and Carter, 1993, p. 12). Instead, leaders for the next decade will need to be as
transformative as the institutions they are working to transform. According to Alfred and Carter (1993),
personal visions are being replaced by "shared visions-:

What college can afford to neglect the opinion of employees and other interest groups in decisions about
educational programs? Our colleges are being asked to establish linkages and collaborations with a variety
of partners: this extended form of operation is apt to become more important in the future. (p. 15)

If leadership is a group process and vision is shared, who should be involved in the collaboration?

Community

For two-year colleges, which are partially funded by their service areas, one of the partners must be the
local community. Certainly, community service and involvement are at the core of the community
college mission and purpose. The Institute for Future Studies (1991 ) suggests that public opinion affects
organizational success. Since perception equates to reality in the public's mind, it is important for a
community college to "...make the reality the perception- (p. 18).

Lorenzo (1993) agrees that, with the advent of better competition and lower consumer loyalty, public
opinion is having an increasing impact on institutional success. "More frequently than ever before.
community colleges are being judged in the court of public opinion. . . Without an effective means to
monitor and shape public sentiment, our colleges can find themselves working contrary to the wishes
of this ultimate court. Nothing can succeed for long without the sanction of public opinion, especially
in the public sector- (p. 51).

Students

According to Bogue and Saunders (1992 ), "The quality of a college or university is quite simply found
in the quality of its caring for students- (p. 218). Although faculty are the primary source of student
perceptions about the quality of the colleges they attend, other sources have a significant impact on those
perceptions ( Astin, 1993. ) The quality of advising services, interactions with offices offering support
services, and campus facilitiesall play a role in a student's decision to attend and/or return to a college.
When asked, students often cite these areas, as well as the institutional "spirit of service,- as needing
improvement ( Bogue and Saunders. 1992. p. 219 ). Colleges that want to improve services can easily
discoser which processes to target by asking students.

.1 aliii-
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Furthermore, community college students are as nontraditional as the colleges they attend. Their goals
at matriculation may not be measurable through traditional outcome efforts or by key indicators of
performance. Many community college students "...seek only a few courses now and then to satisfy
their personal interests or to learn the skills they need for job entry or promotion" (Cohen and Brawer,
1989, p. 57). Thus, gathering data on student satisfaction with specific courses and institutional support
services can help colleges to determine their value for students with short-term goals.

fi Employees

If. indeed, students are influenced by a college's "quality of caring," it makes sense for an organization
to identify the satisfaction levels of faculty and staff. According to Lorenzo (1993):

Faculty and staff attitudes must be monitored systematically and objectively. Institutional climate is
an aggregate of employee attitudes, and it can he assessed by measuring factors such as communi-
cation, satisfaction. cooperation, decision making, trust, leadership, and collaboration. By acting on
the findings of such assessments and monitoring improvements, community college leaders can
foster higher levels of employee commitment and enthusiasm, which is central to improving
institutional performance. ( p. 53)

To make a difference, colleges must encourage "...staff actions that create value, such as improving
instruction, delivering better services, developing collaborative ventures, and lowering costs" (Alfred
and Carter, 1993, p. 11). Therefore, in addition to student academic and vocational outcomes, measures
of institutional effectiveness should include ways to monitor community, student, and employee
satisfaction. By creating a climate of trust and ownersnip for its external and internal constituents, a
college can discover the gaps in its accountability to those groups and work towards improvement.

Continuous Improvement

As suggested by the catchphrase. "Total Quality Management," much of the literature surrounding
quality initiatives focuses on management, specifically the need for a change in leadership style equal

to the change in society. In fact. Cohen. Brawer. and Associates (1994) argue that leadership that moves
the college toward collaborative efforts has a positive effect on student outcomes: "In community
colleges with higher-quality learning environments, administrators create and defend cultures where
faculty input is sought out, valued, and used. Priorities are clearly defined, and the focus is on teaching
and learning" ( p. 49 ).

However, some community colleges have become complacentvictims of their own success. Having

been able to reap the rewards of phenomenal growth with little effort, many community colleges have
abandoned the innovation and creativity from which they sprang. Like fat cats devouring goldfish from
a tank, they have ignored the possibility that the tank might someday be empty. "The result is a college

success story for external consumption that may not accurately reflect internal staff perceptions of
college performance. Over time, administrators come to accept cosmetic indicators of performance (for

example, growth. visibility, and public recognition) as truth" ( Alfred and Carter, 1993, P. 10).

Cohen and Brawer (1982) concur that community colleges success has hampered their ability to adapt.

"Small wonder that the college leaders made growth their touchstone. It is a position of convenience that

is easier than change" ( p. I 2). However, improvement is change and changt leads to disruption. Lorenzo

and LeCroy (1994 ) assert that "fundamertal change, change which influences the very core of
institutional life, is needed in order to respond effectively to the Information Age" (p. 2).

Therefore, a community college seeking continuous improvement will undoubtedly face change.With

change, even change for improvement, comes conflict. According to Schmuck and Runkel (1985 ).

conflicts are "...natural unavoidable occurrences that cannot he expected to vanish of their own accord.

Instead, they should he brought out into the open and managed by means of channels or occasions
through which adversaries can introduce their conflicting claims into the business of the school" ( p.

297 ). Thus, if community colleges are not prepared to look for and manage conflicts, they will not be
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able to manage change. If they are unable or unwilling to manage change, they will not be able to
improve.

Conclusion

Quality is not an act. It is a habit. --Aristotle

Any plan for institutional improvement should be a constantly evolving process. As goals are reached or
exceeded, the desired outcomes should be elevated and/or modified; new goals established; and ones that are
no longer valid discarded (Campion, 1995, p. 11. The same holds true for the process itself. However, the true
essence of quality lies in caring.

The promise of quality resides, then, in the plain of our passions. Do we care enough for truth, do we care
enough for service, and do we care enough for human growth and dignity that our vision of quality permeates
and penetrates the entire camprs and touches the mind and the heart of every person who serves there? ... The
promise can only be realized in a community of caring, which ought to be an accurate descriptor of a quality
college or university. (Bogue and Saunders. 1994, p. 280)

If community colleges pursue their quest for quality by aggressively searching for problems and not settling into
the comfort zone of complacency. then they and their students willfly.
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Creating the Link
Between Institutional

Effectiveness and Assessment

Doug Easterling
Bonnie Johnson

Karen Wells

Sinclair Community College's process of self-examination has been motivated by one central goal: to improve
student learning and the processes contributing to effective and efficient learning. The issue sf assessment and
student learning is not one that can be studied and settled during the short term, thus ongoing discussions and
decision making have occurred since the mid 1980's. with strong grass-roots faculty involvement. A college-
wide Assessment Steering Committee was formed in 1988, chaired by a full-time faculty member, and charged
with reviewing the taws of assessment practices at Sinclair and making appropriate recommendations related
to assessing student academic achievement.

During the first year the Assessment Steering Committee was established (1988). a definition for assessment
was formulated, and twelve principles of assessment were adopted. These principles guided the development
of all subsequent assessment initiatives. The Assessment Steering Committee spent its second year designing
three assessment policies that focused on student learning and were subsequently adopted by the Sinclair Board
of Trustees. These three policies formed the cornerstone of all subsequent assessment initiatives. The policies
clearly defined involvement for students, faculty, and academic departments, and required the cooperation of
many areas across the campus including Instruction, Student Services, and Institutional Planning & Research.
The three policies are:

I . mandatory assessment of degree and certificate seeking students' entry level basic skills in reading.
writing and math and subsequent placement;

2. mandatory summative assessment of degree and certificate seeking students' skills in their major: and

mandatory assessment ol- degree and certificate seeking students' general education skills.

These three policies led to a fourth policy, adopted in 1992, which "guarantees" career graduates' performance
as well as transfer credits.

Another major phase of the evolution of assessment at Sinclair was the design of a long-term plan for the
assessment of student academic achievement. A Sinclair Assessment Model was developed and is based on the
four-phase Shewhart Cycle (Plan-Do-Study-Act of continuous quality improvement. The PDSA Model
pros ides a mechanism for measuring the extent of implementation of Sinclair's broad-based assessment
program and critical success factors and identifies areas needing improvement as well as strengths. The PDSA
Model is used to ensure that assessment results are used to make improvements. The model provided the
framework for Sinclair's Institutional Effectiveness Model. The Assessment Steering Committee reviews the
PDSA Assessment Model each year to assess the assessment plan.

Sinclair's fifteen year histor) of assessment initiatives pros ided a strong foundation for the institution in
developing an institutional effectiveness model. Recognizing that the PDSA process is as central to institutional
effectiveness as it is to the measurement of student academic achievement. Sinclair began to link its assessment
process to the development of a model for institutional effectivene.

1
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The National Alliance of Community and 1 echnical Colleges (NACTC) defines institutional effectiveness as
the process of articulating the mission of the college, setting goals emanating from that mission, defining how
the college and the community will know when goals arc being met, and using the data from assessment in an
ongoing cycle of goal-setting and planning ( PDSA ). Putting it another way, effectiveness suggests that a college
has a discernible mission, is producing outcomes that meet constituency needs, and can conclusively document
the Outcomes it is producing as a reflection of its mission (AACC Special Report No. 4). NACTC points out that
each institution is unique and should devise a system for assessing effectiveness that makes sense to its particular
mission and in its own context, using the following three guidelines:

The system should he comprehensive in focus and include inquiry into the institution's effectiveness
aith regard to the acquisition and deployment of human, fiscal, and physical resources, the adequacy
of the processes the institution has in place to support goal attainment, and the outcomes the institution
achieves.

The elements of the sv stem should he deriv ed from the institution's unique mission an; goals and the
needs of its community.

An assessment of student attainment of program outcomes ( in both general education and the area of
specialiration ) should he an clement of any such system.

t 'sing these guidelines as well as the Assessment ( PDSA I Continuous imprm emery Model. Sinclair Commu-
nity College has focused on developing an institutional effectiveness model (see page 61 during the past two
years. To that end a number of major goals hav c either been reached or are currently in progress, including:

creating a vision that defines w hat "Sinclair Quality" will he in the future:

rex iew ing the environment and determining how to work collaboratix ely to attain the vision:

aligning departmental mission models w ith th ,.! oserall college mission:

engaging all campus personnel in examining core indicators of success and defining critical success
factors:

providing training for all college employees in Total Quality Management tools, such as henchmarking.
project teams, and measurenlent as was accomplished through various assessment initiatives.

initiating pilot projects and a support system t) identify and address cross-functional, cross-institutional
issues.

Strategy

Fitmre I. The 7-S illtydel

Structure

Shared //
Values

/ -/

Skills

1 C

Systems
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In January of 1993, the President of Sinclair appointed a Sinclair Quality Council, chaired by the Provost and
having broad representation from all campus constituencies. The Sinclair Quality Council adopted a unique 7-
S model' which was used to learn more about Sinclair prior to the development of a vision statement. As a result
of the 7-S process. the Sinclair Quality Council developed and drafted a Vision Statement for the College. Focus
group sessions were conducted providing the opportunity for input from all college employees. The Sinclair
Board of Trustees adopted the Vision Statement in March of 1994.

Components of the 7-S Model (see Figure 2) also played an important role in the collegewide effort to develop mission
models for divisions and departments, which began in the summer of 1994. A mission model is a facilitation-based
tool that allows the staff of a department, to portray. in a single image. the relationship of individual activities/tasks
carfied out in the department to the central mission of the college. For Sinclair "learning- is the central mission;
therefore, regardless of the department, learning is the focus of each college operation.

Figure 2. The 7-5' Model

Structure Is NOT Organization...The 7-S Model

Productive organization change is not simply a matter of structure, although structure is important.
It is not so simple as the interaction between strategy and structure, although strategy is critical too.
Effective organization change is really the relationship between structure, strategy, systems, style,
skills, and staff, and something called shared values.

Structure: Structure refers to what the organization "looks" like with respect to executing
the strategy.

Strategy: Strategy consists of those actions that an organization plans and executes in
response to realizing or anticipating changes in the externa: environment-its
customers, its competitors .

Systems: Systems are the procedures, formal and informal, that make the organization go,
day by day, year by year, or, in other words, how work cets done.

Style: An organization's style is a reflection of its c, 'ture(s) and a vehicle through which
philosophy is realized.

Staff: Staff describes the process through which the College recruits, hires, trains, and
develops its employees.

Skills: Skills are the dominating attributes, or capabilities, within an organization.

Shared Values: Shared values are the guiding conceptsa set of values and aspirations, often
unwritten, that go beyond the conventional formal statement of Sinclair's
objectives.

As a result of the mission modeling experience, core indicators of success were dex eloped. Input included
information den% ed from focus group sessions with rex iews by department and division personnel of their
mission models to determine how success m, mild he measured. Six core indicators and definitions were
identified and align closely s ith Sinclair's mission. They are:

Access to Success. Sinclair assists its students to achieve their educational goal% through oxercoming
harriers that preclude or limit participation in meaningful learning opportunities.

Lifelong Learning. Sinclair pros ides learning opportunities which promote personal and professional
grow th throughout a lifetime

1 "-1
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Student Development. Sinclair enhances the learning process through services and programs intended

to support the development of the whole person.

Community Focus. Sinclair is a catalyst for regional cooperation and leadership, which improves the
quality of lite in the Miami Valley.

Quality Workplace. Sinclair nurtures and supports a workforce and an organizational structure
dedicated to the continuous improvement of the opportunities the college provides for its students .

Stewardship. Institutional effectiveness at Sinclair is ensured by a commitment to the prudent use of
resources through continuous improvement in efficiency and effectiveness in all aspects of the college's

operations.

1-.:gure 3.

This diagram illustrates Sinclair's process of aligning the College's Mission Statement with Core Indicators
of Success, which subsequently led to identificafion Qf Critical Success Factors. The result will be division/
department measures of petformance regarding Critical Success Factors, thus providing a substantiated
rationale fin- instituting meaningful, quantifiable change.

Division/Department Programs and Processes
4.

4M717441772

Under development are Critical Success Factors I('SE s) w hich are actions and/or outcomes at the college.

division. and department le\ el that represent how the Mission is accomplished through each of the Core
Indicators. For example. student academic achievement is one of thc Critical Success Factors of the Core

Indicator. Stewardship. The goal is for CSF's to be measurable and to represent ways of assessing the extent

to which each unit (college. division. department) is supporting each Core indicator. A meaningful Critical
Success Factor is one that is absolutely essential to the accomplishment of the unit's own Mission Model.

practical to measure/document, and provides information useful for continuous improvement of the unit's
performance. However. CSF' s may vary for each Core Indicator, and actual CSF' s are likely to vary with each

unit at each operational level.

This session will focus on the process used by Sinclair Community College in creating the link between

assessment and institutional effectiveness through defining it's vision and mission, identifying core indicators

of success, and developing mission models for the various Divisions of the College.

BEST COPY AVAILABLE
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Footnotes

1. Waterman, Robert H., Jr.. Thomas J. Peters, and Julien R. "Structure Is Not Organization." Business

Horizons (June, 1980): 14-26.

Doug Easterling is Director, Institutional Planning and Research, Sinclair Community College, Dayton. OH.

Bonnie Johnson is Dean. Division of Extended Learning and Human Services, Sinclair Community College,

Dayton, OH.

Karen Wells is Vice President for Instruction. Sinclair Community College, Dayton, OH.
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Creating Hope Out of Hype:
The Potential for Integrating
Technology with Assessment

Jeffrey R. Highland
Larry Luttmers

William T. Mangan
David P. Sokolowski

Recent conversations about the role of technology in higher education hay e sery ed up a tantalizing less of the

future. New methods of instruction, on-line libraries, and distance education deliver) strategies are only a few
of the anticipated and realized applications of emerging computer and communication technologies to higher
education. But with the exception of those in special education, participants in the assessment mos ement has e
overlooked the potential for integrating these emerging technologies with the assessment of student learning.
Why has this been the case ? Is there a role for emerging technologies in improving the assessment of student
achievement'?

We believe that there are four primary reasons why technology hits, 1101 heen y mewed as a ss a> ti enhance the

assessment of student learning:

The recognition that assessment is possible w ithout technology. Assessment is not an issue of
technical capabilities; an appraisal of student learning can nes er he generated hy a computer application.
Only faculty can validly determine whether or not the goals for student academic achievement hay e been
accomplished. This reality, coupled with the fact that many institutions have now had several years to
implement various assessment strategies. raises new issues for the assessment of learning. The question

facing institutions Is no longer. "flow can we assess student academic achievement'?" hut rather "ILA\
can we utilize the data we have collected to improve our institutions?- To he useful for assessment.
emerging technologies must help answer this last question. thereby helping "close the feedback loop-
of assessment.

The affirmation that academic freedom and prix acy must neer he casualties of new technologies.
Many people are suspicious about the capacity of emerging technologies to monitor personal and
intellectual activities. The use of new technological sy sterns must he as low-risk and secure as possible
to encourage faculty use. Emerging technologies cannot run counter to long-held alues of academic

freedom and privacy. If they do. then those new tools w ill not he embraced by the people they' were
designed to serve.

The realization that the cost of emerging technologies will determine which tools become utilized.
New technologies almost invariably come w ith an intimidating price tag. Institutions may he able to
recoup most of these costs in the long run through greater efficiencies, higher nmrale. and so on. But
colleges and universities must he honest about the true coqs of adopting new technologies. Institutions
that do not adequately fund the infrastructure for their adopted technologies w ill face an institutional
nightmare, one where future attempts to use new tools w ill he greeted xx ith the cynicism such efforts

deserve.

The misunderstanding that technology cannot deal with the most complex forms of learning and
assessment. Sonie faculty believe that there are disciplines and student outcomes that are so unique or
complicated that technology cannot possibly capture their complexity . Questions centering on disci-
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plinary and outcome issues arise, such as, "How can one assess the ability of students to communicate
using technology'?" or "How can faculty use technology to assess the ability of students to w ork
collaborativelyT' Assessment methods precipitate their own questions, such as, "How can technology
deal with more authentic forms of assessment?" But emerging tools are starting to answer these types
of questions. and it is only a matter of time before faculty will have a wide range of technological options
tOr addressing distinctive curricular needs.

When combining these four reasons with the strong reactions that assessment engenders on campuses. it is no
wonder that applications that link emerging technologies with assessment hat e been slow _volve. But we at
Saint Mary's University of Minnesota, through the Liberal Education Assessment Project (LEAP) and in
partnership with Buzzeo. Inc., are developing an application that combines emerging technologies with the
assessment of student learning. The application, an electronic portfolio of student works, is a computer-based.
networked collection of student artifacts that is merged with traditional student data bases on campuses. We
helieve that the application presents many benefits to our university for improving assessment and enhancing
learning. But the process by which we hat e designed the system has provided us surprising insights. We believe
that the proLess of integrating emerging technologies with assessment fosters three distinctive benefits to an
institution:

The concept of "access to information" is defined. The fundamental question here is "What
information will he accessible, and w ho can access that information?" With so many new data sources
becoming available to faculty and administrators, protocols must be established that explicitly' define
what information is"fair game." In creating the electronic portfolio system, Saint Mary's Unit ersity had
to articulate for the first time in its history that information is not a commodity to be hoarded but a
foundation I. ctmimon dialogue.

Collaboration among faculty, students, and staff is enhanced. The creation of Saint Mary 's
electronic student portfolio sy stem has ushered a new dynamic into the university's environment.
Faculty and administrators from a tat iety of specialties and educational philosophies have worked well
to develop the system. Campus-wide conversations that have come out of this collaboration have
centered on the learning process and the roles each of us plays. Articulating our technological needs
forced us to answer some fundamental questions about how we are advancing the mission of the
university.

Institutional responsibility for academic quality is differentiated. Prior to the creation of the
electronic portfolio, the notions of "quality" and "responsibility" seemed ambiguous. Part of the reason
for this is that it is difficult to grasp how one's efforts contribute to the entire academic enterprise ot the
university. But new technologies can make information more accessible to more people than older
methods of data storing and retrieval. In this way. each member of the university can become an
institutional researcher, and campus dialogue becomes less reliant on anecdote and more dependent on
valid data that includes authentic, multiple. and longitudinal measures. For the first time, we see how
our ow n w ork Mrthers the mission of the institution.

The potential for integrating emerging technologies with assessment is intriguing. but an enlightened sensitit ity
to the realities of the academy and the truths of technology is essential. Irrespective of the assessment approaches
used, data for decision-making must be accessible and meaningful. To this end, emerging technologies can
provide powerful tools for strengthening effectiveness and quality. But colleges and universities must select and
integrate such tools in a careful and deliberate fashion. If institutions dive into new technologies imprudently.
they may t ind themselves stuck with expensive gadgets that are little more than unw anted novelties.

Jelfrey R. ThOiland is Vice President lor thlemie Saint Alarv's 11fl1 versity of Minnesota. Wimma. .t1A'

Larry Lultmers IS ChUlr, h.% t Deparimem';aou Mars '.s I'muersits Almne Aoki. 11 mono, Aff.

David P. Sokoloff skt is .Assismin Prolcssor of Fm:Itsh, Sorra Ahles's sits of Alimicsom, WmonaIlN

William T. Alom;on Is Astant to the C Pre14/C/1/, Saml Aloes's / ',Hyenas HI Alumcwhi. Wutema,
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Generating More Light than Heat:
A Departmental Approach to

Performance Assessment

Jay Rasmussen
Larry Goodrich

Don Meyer

The Education Department at North Central Bible College is committed to the idea that quality student
assessment generates more light than heat, that light (understanding) being for the student, the instructor, and
those making curricular decisions within the college. The Education Department search for quality assessment
methods began in the fall of 1994. The impetus for the search was twofold. First, we felt that traditional
assessment methods (multiple choice, short answer, true-false, and matching items) were not capable of
adequately measuring the type of learning we considered crucial for the effective functioning of teachers in a
rapidly changing world. Second. the Minnesota State Department of Education issued a ruling that each teacher
education institution within the state must have an assessment plan in place by 1996.

Within this paper, the following issues will be addressed: the context in which performance assessment was
introduced; writing of learner outcomes; defining performance assessment; writing the actual performance
assessments; and finally, preliminary thoughts about the overall effectiveness of the assessment plan.

Institutional and Departmental Overview

North Central Bible College (NCBC) is a coeducational, undergraduate institution with a strong liberal arts core.
NCBC is a primarily residential college located in downtown Minneapolis, Minnesota. with an enrollment of
1041 students. NCBC is owned and operated by 11 Assemblies of God districts in the upper midwest. NCBC
offers B.A. and B.S. degrees in 22 different majors as well as several diploma, certificate, and associate
programs. Seventy-five percent of the NCBC's graduates are presently in church vocational positions in the

United States and around the world. The Teacher Licensure Program. as developed by the Education
Department, was approved by the Minnesota State Board of Teaching in 1987. Ninety-seven students are
currently classified as elementary education majors. Those students are preparing for (K-6) teaching positions
in Christian, public and private schools. The department chair, and four full-time, one half-time, and two part-
time faculty prepare students within the major.

Laying the Groundwork (Writing Learner Outcomes)

Before any assessment design work was initiated, the department focused on defining the essential knowledge.
skills, and dispositions of beginning elementary teachers. This one-year initiative was led by the department
chair with ongoing feedback from the department faculty and an External Affairs Committee comprised of
educators from within and outside the college. A total of $2 specific learner outcomes were agreed upon by all
constituents in the process. The nine general instructional outcomes were:

Demonstrates a strong foundation in general/liberal studies content knowledge.

Demonstrates a knowledge of the historical. philosophical, and sociological foundations of education
along with its political aspects.

P
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Demonstrates a w (irking know ledge of the dy namics and principles of human growth and development.

Applies the research based theories and practice that validate teaching-learning strategies, curriculum
development, and other educational practices.

Demonstrates appropriate leadership A ith in the classroom and/or school setting that models respect for
individual differences.

Analyies issues concerning education and the professional educator.

Formulates classroom management strategies that aid in the deelopment of self-esteem and self-
contr()1 by the student.

Formulates a world N. ION ha I ( Iset. on ..'Ar.stian principles, inclusic of knowledge. skills. and dispositions:
and then translates it into appropriate and effectix c teaching behaviors.

Demonstrates a N. ilue s\ stem supporti c of. others.

Laying More Groundwork (Defining Performance Assessment)

Once the learner outcomes V.. ere established. the search for quality methods of assessment began. A faculty
member from w ithin the department w as is en one- I t)urth release tnne to Inv est igatc assessment options, create

or adapt an appropriate assessment model, pros ide in-service education for departmental colleagues, and
provide feedback on the design of actual assessments. 'fhis individual was known as the Performance
Assessment Facilitator.

During the initial ins estigation of assessment methods. foui forms of assessment appeared as options for
evaluating student success in meeting the established learner outcomes--traditional assessment, performance
assessment, authentic assessment. and alternative assessment. The first option, traditional assessment, was
dismissed by the Department of Education faculty because of concerns about the limited value of this method
in assessing the established outcomes. Coming to conceptual clarity about the meaning of the three other
assessment methods (performance assessment, authentic assessment, and alternative assessment ) was not an
easy task. While there is limited consensus regarding these terms. Meyer (1992) and Worthen (1993) offered
valuable insights from which the following definitions were constructed.

Performance assessment focuses on students processes. products, or performances as they engage in
specific behavior% on significant tasks. That behavior is then assessed according to a set of pre-
determined criteria. The context may or may not be a real-life context.

Authentic assessment focuses on students' processes. products. or performances as they engage in
specific behaviors on significant tasks. That behavior is then assessed according to a set of pre-
determined criteria The context is similar to that encountered in real-life. Note: Authenticity is
considered multidimensional. Facets of authenticity include: stimuli, task complexity. locus of control.
motivation. spontaneity. resources, conditions, criteria. standards, and consequences. Sonic assess-
ments are more authentic than others. Educators must be explicit about which facets of authenticity are
the most critical.

Alternative assessment includes either pertormance or authent tc assessment.

"the performance assessment opt.on was selected by the Department of Education as the model that would best
assess our particular set of learner outcomes. Additional rationale for this selection included the following: (a)
a belief that not everything the department does w ill or should he completely authentic (although the continual
focus will be on authenticity ). ( h ) in terms of feasibility of the task, the department did not wish to incur the extra
work of specify mg how each assessment was authentic or inauthentic. and (c) performance assessment seems
to he the most commonly used and best undei stood of the duce terms.

Once the per! ormance assessment option was agreed upon, the next task was to develop an assessment design
model that would serve as a base t d understanding for all of the department inemhers. The text. Student
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Purpose: To provide direction for instruction, provide guidelines for assessment, and to convey instructional intent
to others.

Writing Guidelines:
states in terms of what is expected from the learner

states in terms that are observable

measures only one intended outcome

P. Jose: To refine faculty expectations of student performance, develop student understanding of required
2rformance. and to establish a shared basis of understanding for judgment purposes.

Writing Guidelines:
relates directly to the distinguishing essentials of a given instructional outcome

states in observable terms

allows foi student creativity in meeting criteria
utilizes an appropi late degree of specificity (greater specificity is used when students are at a lower developmen-
tal level)

supports quality self-assessment by the student

- supports quality assessment by the instructor and other judges

fr-_,',Parkrmanee eroc
Purpose: Requiring new information to be utilized deeply and elaborately will dramatically increases chances of
successful encoding and retrieval of information from long-term memory.

Writing Guidelines:
provides an opportunity to realize all generic criteria related to a given outcome
provides an opportunity to develop specific criteria related to a given outcome

recognizes the developmental level of the learner

utilizes the most re- istic purpose and audience possible
includes enough information for the learner to understand the context and complete the process without further
information being provided by the instructor

Pet_ c a ce- dgmeat a ess
A _

t 44 1,V,61.,N .111i7.

Purpose: Performance Judgment serves as the basis from which Performance Feedback is provided Performance
Judgment involves the creation of a meaningful profile of how well the learner has met the generic and specific
criteria outlined in the Performance Criteria.

Writing Guidelines:
defines who will make the Judgment

defines how the judgment will he made
utilizes Performance Criteria in the valuing process

focuses on strengths and weaknesses but is generally positive in nature

provides an inside (self-assessment) and outside perspective

specifies explicit steps for improvement
provides timely information that is reinforcing as well as developmental attire

`.

fated eed
Purpose: Performance Feedback is a component of the overall assessment process which focus on reflection and
growth. Performance Feedback involves the communication of the meaningful profile developed in the Performance
Judgment. The Performance Feedback time is a teachable moment that should serve to reinforce what the learner
knows and to motivate further development.

Writing Guidelines:
expands the pictur e of a student's own abty
defines how the profile developed in the Perfmmance Jiidgment will be conimunicated

demonstrates sensitivity to students' emotional well -being

allows for two-way communication.

BEST COPY AVAILABLE
1

LI



164 / A Collectiod of Papers on Self-Study and Institutional Improvement, /996

Assessment-as-Learning at Alverno College (1994), was particularly helpful in the design work. Based on a
reading of this text, consultation with members of Alverno's Assessment Council, and extensive research, the
following model was created by the Performance Assessment Department Facilitator.

The model described on the previous page has the following characteristics:

Clearly defined outcomes based, in part, on the Minnesota Graduation Rule;

Judgments based on explicit criteria (criteria specifically metered to student development level);

A context with a realistic purpose and audience;

Date

November 16

January 78

Group writing of selected performance criteria.

February 1 Review the writing of performance criteria.

Partner writing of performance criteria.

February 15 Due: Criteria for half of outcomes (written by individual assisted
by facilitator).

Critique of outcome criteria.

Mini-lesson on writing performance process.

Group writing of performance process.

March 1 Review of writing performance process.

Partner writing of performance process.

March 22 Due:Performance process for half of outcomes (written by individual
assisted by facilitator).

Critique of performance process.

Mini-lesson on writing performance judgment ard performance
feedback.

ormart6e AAessme,nt WorkShops
Topic

Explanatioi of overall design process. Consider outcomes.

Mini-lesson on writing performance criteria.

Group writing of performance judgment and feedback.

April 12 Due: Performance judgment and feedback for half of outcomes
(written by individualassisted by facilitator).

Critique of judgment and feedback.

Self and group evaluation of completed assessments.

May 3 Due:Criteria, performance process, performance judgment, and
feedback for second half of outcomes (written by individual
assisted by facilitator).

Self and group evaluation of completed assessments.

Rccvaluatc course design considering newly created assessments.
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Opportunity to integrate knowledge and ability from discrete courses:

Multidimensional sampling (multiple and varied):

Ongoing internal and external assessment. and

Feedback administered sequentially.

Laying Even More Groundwork (Operationalizing Performance Assessment)

Before the process of constructing the actual performance assessments could begin, all members of the department
were asked to consider their current course offerings with respect to the newly established learner outcomes. After
several department meetings, a general consensus was reached concerning which outcomes would be allotted to each

course offering. Some course re-contiguration resulted from this discussion. Although some traditional assessment
remained in place. it was agreed that each of the 52 outcomes would be assessed through performance assessments
created by the instructor responsible for the course instruction. Many outcomes, in fact. were assessed in multiple

courses.

The next step Nas for the Performance Assessment Facilitator to begin the process of educating department
colleagues about how to construct performance assessments. It was determined that a one or two hour (per
month ) workshop format would be utilized to pros ide in-service training. Several faculty. members from outside
the department also participated in workshops ( they constructed assessments for outcomes related to their
course of ferings The following ft, orkshop format was followed from Nos ember of 1994 until May of 1995.

Unfortunately not all performance as,,essments were completed by May 3. A number of departmental faculty
members worked on the as..essments during the summer and fall of 1995. The assessments were completed in

Januar of 19%.

Assessing the Move to Performance Assessment

As of January 19%. the performance assessments des eloped during the previous 14 months have been partially
implemented. Full Implementation is scheduled for the fall semester of ! 9%.

While it is certainly premature to assess the effectiveness of performance assessment in measuring the student
attainment of the 52 learner outcomes, the five initial observations that follow triaN' he of interest.

The process of writing learner outcomes w as an c.s.,entia/ preliminaly step prior to w riling perfornialice
assessfliefUs. The actual act of defining the essential knowledge. skills, and dispositions kir beginning
teachers allow ed department members to reach common consensus about future goals in teacher
preparation. Additionally. by having the learner outcomes established. department members w ere able
make large and small scale curriculum revision by determining areas of curriculum gap or unnecessary
overlap.

Extended department in-service education about the design of performance assessments was a key part
of the process. Continued support and feedback were provided to department members by the
Performance Assessment Department Facilitator throughout the 14 months of writing the assessments.

The fact that each department member w rote and will implement his/her own performance assessments

is also a key factor.

Writing performance assessments is a very time consuming task. Members of the department would
have felt less pressure if the college had been able to prov ide limited release time for the w riling task.

Even though all department members saw value in the construction of performance assessments. there
N ere some reservations about the time investment in creating the assessments and the restrictions placed

on more "intuitive- instructors by the adopted model. These two areas of concern may have been

resolved through the Use Of an assessment plan that incorporated equal portions of traditional and
performance assessment.
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Students initially seem to be pleased with the structure of the assessments. Comments generally relate

to the fact that "they know what's being expected of them" and they know -what's important in the

grading." They also seem pleased that their final course grade is based on a number of assessments, not

merely on a mid-term and final exam score. They do comment about the "heavy" work load of

elementary education courses. however.
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Educational Outcomes Assessment:
An Integrated Approach

David B. Porter
Sandra M. Eisenhut

Lvers Assiut,' is perfectly designed to yield the results observed.- Peter Shone,

11 you don't knots where sou're going. Non II probably end up somelt here else.- Das id Campbell

.-Asses.sment refers to the activities undertaken by an organization to obtain the information it needs to improse
its ability to produce the outcomes it most values. Educational systems are designed to cause changes to occur
within students (and less obviously : faculty ). Ultimately, the effectiveness of any institution must be measured
by the intellectual contributions to society made by those who are or have been a part of that institution. Even
our largest institutions are imbedded within larger societal systems that determine the true value of educational
outcomes and provide the appropriate context for developing internal assessment activities. This paper provides
a brief account of the past. present, and future attempts by the United States Air Force Academy to integrate
educational outcomes assessment with other processes inherent to an institution of higher education.

Institutional Context and Background

The United States Air Force Academy. located just north of Colorado Springs. Colorado, is both an
undergraduate, degree-granting. academic institution and also an operational Air Force organization. This
double identity poses some unique challenges as well as creating some unique opportunities. The Academy's
student population of approximately 4.000 "cadets" receise instruction from an academic faculty of Just over
500 as well as an additional I 0(1 military officers who administer a variety of military training programs. Cadets
do not "pay- tuition and, in fact, earn half the base pay, of an Air Force second lieutenant while at the Academy .
Each year cadets are competitively selected from among the top high school graduates across the nation. Thy ir
near 1250 average SAT scores, howeser, are not their most distinctive characteristic as a student body: over 8(1
percent have earned letters in varsity sports in high school. Ninety percent of the Academy's faculty are military
officers, the majority of whom hase earned Masters degrees only and are assigned to the Academy for a single
three or four year military "tour.- Pursuant to recent changes to public policy, the Academy is currently
increasing the number of cis ilian faculty (nearly all of whom possess terminal degrees) toward a goal of 25
percent by the year 2000. As a military organization. the Academy faculty is extremely stable with an unusual
degree of continuity provided by a few senior officers with relatively "permanent- status (three percent ) and
others allowed to extend their sen ice beyond four years ian additional ten percent) and its new civilian faculty
positions. However, as an institution of higher education, the faculty's average college teaching experience of
less than three years suggest an educational y stem plagued by ,:ontinual flux. predestined to perpetual
intellectual immaturity and academic iniahiliy . As is often the case, the truth of the situation lies somewhere
between these extremes. Nonetheless. the Air Force Academy provided a unique context for the des elopment
of an integrated program of educational assessment.

'the mission of the United States Air Force Acauemy is to develop and tnsptre air and spare leaders with vision
tor tomorrow. The accomplishment of this mission challenges everyone to seek ways to change the things (hey
do so they might make more frequent and substantial contributions to the des elopment and inspiration of others
assigned to thc Academy. Knowing the extent to which this mission is being accomplished is important.
Congress wants to know that taxpayers are getting "their money's worth," but even more importantly, each
individual at the Academy' is accountable to all other individuals to ensure that a system is created in which
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everyone has the opportunity and encouragement to develop and contribute. The Dean recognized that to
develop and inspire students, faculty members must not only establish high academic and professional
standards, they must also motivate students to meet these standards. In order for graduates to contribute
meaningfully to the Air Force, they must know things they didn't know when they arrived at USAFA; they must
he able to do things they couldn't do before; and they must have positive attitudes toward themselves, their
peers, and the Air Force. Assessing the extent to which USAFA is achieving its Educational Outcomes is
essential; failure to attempt to measure those things that are most important because they are too complex or
ambiguous. invite'. organizational distortion in the direction of readily available but functionally peripheral
metrics and criteria.

Asa first step in this process, the Academy 's most senior academic officers met throughout academic year 1992-
1993 and es emually reached consensus on seven educational outcomes they agreed were critical indicators of
the institution's educational success. In the summer of 1994. it became apparent that the best way to affirm the
institution's sincere commitment to these outcomes would be to begin the process of actually measuring them.
This sv as the goal of the Educational Outcomes Assessment Working Group.

Development of the Educational Outcomes Assessment Working Group

The Educational Outcoi nes Assessment Working Group was comprised of 20 faculty volunteers representing
each of the four academic divisions (viz., basic sciences, engineering, social sciences, and humanities) as well
as several support agencies. Most of the military members of the group were drawn from the ten percent of
faculty granted continuing tours. The group focused on discovering ways to determine whether or not Academy
gradiutes ss ould he likely to make meaningfut contrihut ions in their service to the United States Air Force and
the nation. More specifically, the group's initial objectives were: I ) to increase the shared understanding of the

w ay s in IA Inch students developed; 21 to determine which educational activities made the most positive and
significant contributions to the des elopment and inspiration of cadets; and 3) to collect relevant in-process
measures of educational activities to provide convergent support for the overall assessment of graduate
attributes. Together, the,e objectis es should suggest academic alternatives and help policy makers make
choices that inight yield significant improvements. These needs were addressed in a multi-faceted assessment
plan that included the following specific activities: Testing students' ability to frame and resolve ill-defined
problems: cons ening student focus groups to examine their perspectives on intellectual curiosity: conducting
a comprehensive inventory of curricular practices and policies: and surveying all current faculty inembers to
establish demographic, attitudinal and activity baselines. Each of the initiatives of the Working Group was
des eloped by sao-committees of working group members.

The act is ities of the Educational Outcomes Working Group epitomized continuous quality improvement and
has e substantially enhanced the understanding and eftectiveness of educational processes at the Air Force
Academy. Several aspects of this program were unique. First, the charter this group was given was very broad.
complex. and difficult given the nature of the Educational Outcomes themselves. Only one of the seven original
educational outcomes involved specific knowledge conten!: the rest of the outcomes related to the general skills,
abilities. and attitudes. Second, the magnitude and scope of this effort spanned all academic departments at the
institution. Traditional academic values such as skepticism and autonomy made the high degree of inclusion
and integration particularly challenging. Third, success required the creation of a general and coherent
framework for integrating multiple measures of outcomes and processes as well as diverse academic
perspectives to provide a general assessment framework. A serious attempt was made to develop this program
in a manner that was itself consistent with the principles of continuous quality improvement. Finally, the
diversity of the group members was substantial: and volunteers were drawn from different academic disciplines.
different educational backgrounds. different occupational experience ( including both military and civilian).
The ov erall structure of these assessment actis ities was de,agned to encourage improvement without coercion
or fear. As a result, there was both a high level of faculty and student participation and a consistently high quality
of contributions by group members. After nearly two years of work, multiple metrics and methodologies have
been developed and refined; masses of data have been collected from students, faculty, and administrators:
multiple integrative analyses performed, reported, and distributed: and the group members have retained most
of their original energy and enthusiasm.
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The charter of the Educational Outcomes Assessment Working Group has evolved into two distinct phases.
Initially, the group was tasked with developing general operational descriptions of three particular educational
outcomes at three levels of achievement. The three educational outcomes were: writing effectively; framing and
resolving ill-defined problems; and developing intellectual curiosity. The three distinctive descriptive levels for
each of these outcomes were to be "excellent," "satisfactory," and "deficient." After these rubrics were
developed and refined, the next step was to directly assess the extent to which cadets fit these categories. One
such attempt involved the development and administration of an instrument to directly measure students' ability
to frame and resolve a particular ill-defined problem. Another effort ins olved systematically soliciting student
accounts concerning their level of intellectual curiosity and how it was affected by various academic policies
and practices.

Of perhaps equal importance was the shared recognition by working group members that outcomes have causes
and emerge from particular contexts, the characteristics of which may determine the level of attainment of each
of the outcomes. Finding ways to quantify those "causal" characteristics of educational environments
independently was also seen to be an important assessment activity. Using the educational literature to identify
factors that might be reasonably related to the educational outcomes was another aspect of the initial phase of
inquiry. . Once it identified these factors, the group sought to develop systematic approaches to collecting data
that might provide objective and reliable base rates for the prevalence of these potential independent variables.

A third aspect of the Working Group's initial assessment activities v. as to increase awareness and understanding
of education and assessment throughout the organization. The path to consensus on particular metrics inevitably
leads through diverse theoretical perspectives on education. Successful negotiation of these thorny hypotheticals
was essential to subsequent progress. Complete agreement was not always possible: however, fair and open
negotiation and compromise enabled the des elopment of many admittedly inadequate and incomplete
assessment instruments. A clear preference for doing the right things rather than doing things perfectly right the
first time. permitted progress without jeopardizing trust. A gradual increase in educational and assessment
ass areness vs as manifest by steady increases in participation, cooperation, and involy ement across students.
faculty, and administrators.

Recent Assessment Activities and Consequences

The time invested by the Working Group w as estimated to be between 15 and 20 hours a month per committee
member--a total of approximately 5.000 man-hours over the 18 months of Phase 1 assessment actis ities. In
addition to planning time, assessment activities, and analyses, the Working Group conferred with numerous
experts in education and assessment and also presented their assessment activities at the American Association
of Higher Education Annual Conference to share their findings with other educators. The Phase I Educational
Outcomes Assessment Working Group was composed of 20 individuals representing dis erse academic
constituencies. With the exception of tw o individuals w hose promotions necessitated transfei to othet
geographical locations, all other members has e remained actis e in the Working Group.

Initial and Final Reports of Phase 1 act ivities each contained nearly 100 pages outlining IA hat the Working Group
had accomplished. Each member of the committee served as a point of contact with other faculty within her or
his own academic division or agency. Members were committed to excellence in the assessment actis ities and
personally invested in "selling" the program to their respectis e departments or agencies. As evidence for this
support, more than 53 percent of the faculty volunteered to participate in the Faculty Practices Surveya very
high level of participation. Nearly 20 percent even volunteered to complete personal denmgraphic. attitudinal.
and temperamental questionnaires and return them with private course and instructor critique information to
permit more detailed analysis of determinants of perceived teaching effectiveness. The uniqueness of the
Academy-specific Educational Outcomes demanded that each component of the assessment program he
customized: the faculty' practices survey was written to fit the unique Academy' situation: the student locus
groups were designed to tap cadet perspectis es and used protocols to minimize distortiois created hy
differential military ranks, and the ill-defined problem was specifically tailored to provide a realistic Air Force
context within which cadets could demonstrate their prowess.
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The Educational Outcomes Assessment Working Group was directly responsible for developing several
uniquely effecti. e assessment instruments and methodologies. However, to focus too narrowly on these
particular products would obscure the significance of the group's most important contributions. Before
addressing particular outcomes, the group needed to reach a common understanding of education in general as
v. ell as the role of assessment. The General Model of Education adopted is shown in Figure I. It is important
to note that each of the "educational outcomes- featured in the group's title were assumed to be comprised of
more basic educational elements ( \ it., know ledge, skills, and attimdcs). It w as further hypothesized that the
relationship among these three elements was interactive rather than additive. This suggested the relative
importance of any one constituent depended upon the current level of all three components.

Figure I. The General Education Model.

Faculty

STUDENT
Knowledge

Skills
Attitudes

Curriculum

GRADUATE
PKnowledge otential

Skills -÷ X Intellectual
Attitudes Contributions

The group also addressed the general question of how educational assessment might best contribute to mission
accomplishment and organizational renewal. A conceptual model showing the necessity of maintaining
sy nchrony between trust and understanding i. shown in Figure 2. This model served as an implicit framework
tor the groups' internal development as well as its interaction with the broader academic and military
community.

The Working Group also authored, tested, and administered Ne% era! unique assessment tools. Using a classic
developmental ill-defined problem (Piaget's Plant Problem), a challenging Air force deployment scenario was
created and relined to provide a valid and reliable indication of students ability to frame and resolve ill-defined
problems. Careful attention to the administration protocol allowed comparable data to be collected and also
provided the opportunity to directly enhance students' awareness and appreciation of the importance of this
educational cutcome through post administration discussions. In-process metrics were also developed to collect
data concernine faculty demographics, attitudes and practices: and curricular policies and procedures. In
addition to providing useful organizational baselines, these preliminary surveys provided the data necessary for
the first rudimentary analyses of factorial contributions to educational outcomes. Direct evidence for the
applicability of a variety of general theoretical educational principles was found: education seemed to be
enhanced by courses which featured frequent, non-adversarial evaluations: the opportunity to re-accomplish
deficient work was valuable: faculty diversity: contributed to the perception of departmental teaching effective-
ness, even the illusion of choice was a valuable motivator for intellectual curiosity: and teachers who focused
effort on student attitude, (as well as their skills and knowledge ) were perceived as being more effective hy their

students.
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Figure 2. The Qualitymohile.

Beyond the development of assessment tools, a variety of auxiliary assessment methodologies were also
developed by the Working Group. The importance of random and representative sampling procedures,
standardized administration protocols, instrument analysis and validation, and the criticality of subject
motivation and cooperation were all rediscovered several times. Additionally, the value and potency of student
participation in planning and conducting. as well as participating in, educational research was clearly
demonstrated. From a broader context, the necessity to gradually integrate findings from diverse studies was
recognized as being essential to sustaining organizational effectiveness. Like many other institutions, the Air
Force Academy has collected a great deal of information potentially relevant to the assessment of its
contributions to its students' development of particular desired outcomes (e.g., GPAs, GREs. SATs, College
Base Examinations, Course and Instructor Critiques, et al.). Effective assessment demands these data be
integrated into meaningful conceptual wholes (i.e., comprehensive theoretical educational models). It is only
within such contexts that information from various assessment activities can be meaningfully interpreted and
effectively applied. In addition to raising the general level of awareness of these educational and assessment
issues. the Educational Outcomes Assessment Working Group has also demonstrated the capacity of an
interdisciplinary faculty group to des clop the collective talent to conduct valid and liable educational
assessment.

Phase H: New Challenges, New Opportunities

Despite the unique Academy context, the w ork of the group has been rewarded with invitations to speak and
share techniques at national educational conferences sponsored by the American Association of Higher
Education and North Central Association. Additionally, group members have been recommended for Air Force
Achievement Medals and equivalent civ i ian awards. As further evidence of the institutional value of this work.
the Dean of the Faculty recently approv ed an ambitious charter designed to augment and extend the Phase I work
and allocated the funds necessary to support its implementation.
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Educational Outcomes Assessment Working Group's Phase II Charter

The purpose of the Educational Outcomes Assessment Working Group continues to be to provide academic
policy makers w ith the information needed to make curricular decisions and continuously improve the
effectiveness of academic pro2rams and practices. The group is assigned the task of developing and refining
of a s ariety of assessment tools ( including performance evaluations, attitudinal sUrVeys and other process
metrics ) to ensure access to Nies ant, reliable and valid data concerning the educational outcomes and related
academic processes. The group SA ill also continue to develop supplementary assessment protocols and standards
ot assessment practice designed to increase understanding and enhance organizational trust. Increased
decentralization, continued des elopment. and more inclusive involvement will characterize Phase II actis it ies
and distinguish them from Phase I actis :ties.

The Divisional Educational Outcomes Asses.sment Working Groups established in each of the four academic
divisions at the conclusion of Phase I will become a primary focus of assessment activ ities for the next IS
months. These groups. chaired by experienced individuals from the original Working Group. designated by the
Senior Permanent Professor in each academic division, and include at least one representative from each
academic department. Their initial tasking will be to review all existing assessment data and conduct analy ses
to assess the contributions of each of the core courses offered within their respective academic divisions to each

of the educational outcomes. Although a review of existing data will be of primary concern, supplemental
sursey s, focus groups. and other assessment activities are likely to be required to fill in gaps in existing data.

Reports from each divisional group will be coordinated through the faculty working group and submitted to the
Faculty Council not later than I May 1996. Thereafter, these groups will focus on providing support for
departmental efforts to assess majors programs and non core courses within the division. An invaluable benefit
of the initial assessment of the dis isional core will be to provide training and experience to departmental
assessment representativ es.

As a complement to dis isional assessment activities. Interdisciplinary "Horizontal- A.ssessment Teams will be
formed to examine core course contributions to the educational outcomes occurring during the same time
period. Three assessment groups will be formed: One to examine the freshman experience, another to explore
the sophomore year ( including the selection of academic majors). and a third to examine the upper level core
courses. Each group will be chaired by experienced members of the Phase I Educational Outcomes Assessment

Working Group and an effort will be made to include representatives from 34 TRW (the Military Instruction
side of the Academy and cadets themselves in each of these working groups. These groups IA 'II provide a
"horizontal- perspective on cadets' educational development w hich will contribute greatly to the decision
makers' understanding of the overall system. This group would also submit their assessment to the Permanent
Professors by I May 1996. Similar groups might be reconvened in subsequent semesters and tasked to address
specific issues.

In addition to pros iding support and coordination for divisional and horizontal assessment working groups. a
faculty group will also focus assessment resources on particular educational issues and questions by sponsoring

or conducting educational research projects. Consolidation and publication of such projects will be provided

to other assessment groups and educational policy makers to increase awareness and understanding. This

faculty group will he comprised of the chairs of each of the assessment working groups, representatives from
the junior and senior faculty forum. Center for Educational Excellence, 34 TRW. Cadet Wing and other

assessment experts.

Conclusion

Consistent w ith the goals of assessment. the activities undertaken by the Air Force Academy's Educational
Outcomes Assessment Working Group were tailored to obtaining the information needed to improve our ability
to produce the outcomes we most value. The successful work of the 19 Working Group members could not have

been done ss ithout the support of the institutionfrom the Dean of the Faculty down to all faculty members.

The single term that captures the uniqueness and emphasis of the Air Force Academy's approach to assessment
is integration. Integration is the creation of wholes by bringing together diverse parts. The integration spanned
across institutional agencies. dis erse educational theoreticalperspectives, faculty experience and backgrounds.
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and a multi-faceted assessment plan incorporating both inprocess and output measures. However, objective
analysis of processes must continuously be integrated with subjective reactions of various organizational
constituencies in order to sustain trust throughout the institution. Accomplishment of the Phase II Charter will
involve recruiting and training more than 30 additional Working Group members from all academic divisions
who will systematically assess the contributions of each of the Academy's more than 30 general education core
courses. This will distribute the assessment expertise through approximately ten percent of the faculty and
administration, and will ensure the continued development, relevancy, and effectiveness of our institutional
assessment efforts.

Over the past several years of assessment, we have learned a great deal about ourselves and the educational
process. It is our hope these activities are continuously developed as a part of our way of doing business, so that
they will continue to help us improve through transformation and renewal. Although the assessment activities
were designed and conducted within the somewhat unique context of the United States Air Force Academy, the
processes and methodologies of the integrated approach used by the Working Group are generalizable to any
educational institution.'

* Note: Opinions expressed in this paper are those of the authors' alone and not necessarily the official policy
of the United States Air Force Academy or any other government agency.

David B. Porter is Professor of Behavioral Sciences and Leadership. United States Air Force Academy, USA FA,
CO.

Sandra M. Eisenhut is Assistant Professor, Human Factors Engmeering, United States Air Force Academy,
USAFA, Co.
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Student Academic Achievement
in Graduate Programs

Patricia D. Murphy
Jeffery Gerst

The North Central Association's initiative on assessment of student academic achievement requires the
inclusion of the assessment of learning of graduate students. Yet, examination of assessment plans and reports
reveals that "outcome assessment of learning" is not being done. Our conclusion is supported by Kaylor and

Johnson (1994) who find few examples of "outcomes assessment- in reports dealing with graduate and
professional education. "Outcome assessment- of graduate education is seldom a topic of presenters at
professional meetings. Finally, what is found. upon examining published records, is disturbing.

The following statement is from the assessment plan of a prestigious midwestern unkersity that shall remain
unnamed, "The goal of assessment of graduate student learning in 1994 was to e aluate the services and staff
of the graduate office. Students were asked to respond to a ten-item questionnaire in which a rating was given

to such matters as the courtesy, promptness, and knowledge of the staff, and the quality and usefulness of printed
materials." Another example. "The knowledge and skills of graduate students are assessed continuously and
include standards of admission, retention, and graduation..." What does this tell you about the academic
achievement of students in the program when the emphasis is on IMPROVING student learning'?

Grades of at least "B," "pass- on comprehensive exams. and "satisfactory- on the thesis or dissertation are
traditional hallmarks of graduate education. Graduate faculty are searching for ways to use the activities of
graduate programs for assessment where the goal is the improx ement of student learning. All students who
receive the graduate degree have successfully "passed" all the tasks in the program. When the goal is to improve

student learning, data that students successfully completed the requirements ( thesis. oral seminar. defense. etc.)

do not provide evidence to identify areas of program strength or areas where the program and learning could

he improved.

Faculty in graduate programs agree that they "know it when they see it." and use their expertise and perceptions

to judge appropriate graduate level performance. There is little attention paid to graduate student outcomes
(Conrad & Egan, 1990). Efforts to assist graduate faculty in re-examining their practices in graduate education
have met with only modest success. Getting beyond the notion that "since the student successfully completed

all the degree requirements the learning is assured- to gathering data relative to student learning for the purposes

of identifying where learning could be improved is progressing slowly. .

When graduate faculty are approached with the question. "Do all students do equally well on all aspects of the

graduate program'?" the response is. "No." Therefore, ways need to be developed that are acceptable to graduate

faculty to gather evidence of where students are doing well and where they are doing less well. Professors will

continue to use various means, such as projects, papers. examinations. and tht like to "grade-students' progress

through the program. The traditional judgment about students' progress by the professor is not what this is about.

The traditional means of "grading" students' progress may be too "individualized" or "case dependent." They'

may not provide a consistent set of benchmarks on which program-w ide outcome assessment can be based.

For assessment, the purpose is to have evidence of areas in which student learning can be improved. Grades in

courses, for example, do not provide such answers. We assume that students who get A's have learned more
than students who get C's but we have no evidence of precisely what either group learned well or less w ell. So

we are looking for some direct measures of student learning, where the students have to "do" something that

requires them to use the knowledge or skills identified in the outcome.

ICS
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Whatever the assessment method used, it must give the department the ability to diagnose program/student
strengths and weaknesses so that constructive improvement measures can he devised where needed. Every
method used should provide evidence of outcome attainment including specific areas of effective or ineffective
performance. Evidence is needed of learning in relation to the outcomes; evidence of achievement across
students to improve programs and learning.

A case study reporting the results of faculty efforts at North Dakota State University (NDSU) to use the
traditional activities of graduate programs is reported. Several departments at NDSU have adapted Primary
Traits Analysis scoring to graduate tasks in their master's and doctoral programs. Primary Traits Analysis comes
originally from the scoring of written papers by English teachers. (A list of references on the technique and its
uses i. provided.) The technique was first used on a large scale by the National Assessment of Educational
Progress in 1974. The purpose was to provide information about what students know and can do.

Primary Traits Analysis involves identifying the essential characteristics of a successfully completed task or
product. What traits or characteristics are inherent in the task or product? It involves the faculty making explicit
the things they look for in the comprehensive exam responses. the research proposal, the oral seminar
presentation, the thesis, or the oral defense. The criteria being used are explicitly stated. For example, what
constitutes a thesis that "passes"? Traits are the things the faculty care about.

Faculty in the Departments of Electrical Engineering. English, Entomolog). Plant Pathology, and Zoology at
NDSU have identified primary traits for various tasks in their master's or doctoral programs: written
comprehensive exams, essay papers in courses, literature rev iews. oral presentation in seminars, research
proposals, thesis or dissertation, and final oral defense. They have adapted primary traits scoring for these tasks.
(Examples of their scoring forms will be shared.) Data from the use of the forms and implications for learning
improvements in the prograr are offered.

Their use of Primary Traits Analysis indicates it can be a feasible way to gol:eyond the "grading- and "pas,ing-
of graduate students to get evidence to use in improving learning and programs.

References

Conrad. C. F., and D. J. Egan. "Master's Degree Programs in Higher Education.- Higher Education Handbook
of Theory and Research Vol. I. Ed. J. C. Smart. New York: Agathon Press. 1990. pp. 106-160.

Delaney, A. M. "Quality Assessment of Professional Master's Degree Programs.- 35th Annual Forum of the
Association for Institutional Research, Boston, MA, 1995.

Fuller, D. A. "Evaluation and Curriculum: A Case Study in Primary Trait Scoring.- Indianapolis. IN:
Metropolitan School District (ERIC Document Reproduction Service N ED 285 153), 1987.

Kaylor, C. E., Jr., and J. P. Johnson. "Institutional Effects in Graduate Professional Education: Bridging the
Gap." 34th Annual Forum of the Association for Institutional Research, New Orleans. 1994.

Kupa. G. H. "Primary Trait Scoring in the Classroom.- College Composition aml Communication: J (1979):
214-215.

Lloyd-Jones, R. "Primary Trait Scoring.- Evaluating Writing: Describing, Measuring, Judging. Ed:. Charles
Cooper and Lee Odell. Urbana, IL: National Council of Teachers of English. 1977. pp. 33-36.

Meyers, G. D. "Efficient. Effective Evaluation: Grading Business Communication Assignments with the
Primary Trait Scoring Method.- Bulletin of the Aysociatilm fiir Business Communication 51 (1988): 18-21.

Meyers. G. D. "Grading Mi riling Assignments using Primal-) -Trait Scoring.- Technical Communications. 36
(1989 ): 78-79.



176/.1 Collecrwn of Papers on mid Instant:on:1i Improvement I 996

Mullis, I. V. S. The Primary Trait System fOr Scoring Writing Tasks. National Assessment of Educational
Progress. Denver. COI Education Commission of the States. 1976.

Sharkey. S.. and W. S. Johnson, Assessing Undergraduate Learning in Sociology. Washington, D.C.: ASA
Teaching Resources Center, 1992.

Wahoord. B. E. "Using Traditional Classroom Grading for Modern Assessment Needs.- AAHE Conference
on Assessment and Quality, Boston, MA, 1995.

Walvoord. B. E.. et al. "Making Traditional Graded Tests and Assignments Serve Contemporary Needs for
Assessment.- Assessment in Practice: Putting Principles to Work on College Campuses. Eds. T. W. Banta

et al. San Francisco: Jossey-Bass, 1996.

Walvoord, B. E., and L. P. McCarthy. Thinking and Writing in College: A Naturalistic Study of Students in Four
Disciplines. Urbana. IL: National Council of Teachers of English. 1990.

Patricia D. Murphy is Dean, Assessment and Institutional Research, North Dakota State University, Fargo,ND.

Gerst i,s Professor ol Zoology, North Dakota Siate University. Fargo, ND.



Chapter VII. A.sse.s.sing Student Learning Tools of A s se.s.sment / 177

Catching the Vision:
Assessment of College Mission

through Essay Writing
Paul Moes

Ken Bussema

Introduction

Student growth in affective, moral, or philosophical dimensions is often central to the mission of many
collegesas important as many academic areas such as writing, critical thinking, etc.. Colleges and universities
attempting to assess value orientation, personal philosophies, or affective growth often use questionnaires or
interviews to gauge change in these areas. While these methods can be effective they are often separated from
academic achievement with the result that the assessment of personal development is given lower priority. The
present paper outlines a process that merges the assessment of values and affective grov with the assessment
of academic achievement in a single essay writing exercise. This process is not only more efficient, it represents
a view that these areas of growth are interwoven. We believe that growth in affective domains and in the
development of personal philosophies (' world views' ) is highly interdependent with the development of critical
thinking, logical argument, and verbal expression.

The Student Assessment Committee at Dordt College has developed what we believe to be a useful process for
the assessment of how well our students 'catch our vision.' For the past three years we have been rating and
comparing essays from freshmen and seniors who were asked to address current social issues. The committee's
work focused on the development and refinement of the rating scales as well as establishing acceptable levels
of reliability and validity of the instrument. The rating criteria focused on growth in six developmental areas
including such areas as, reasoning and critical thinking, moral development, incorporating historical perspec-
tives, and ability to recognize and use a world view (see last page in this paper for a complete list). Our
preliminary findings have been very encouraging and we are now at the point where we can begin to investigate
what types of experiences have best served to encourage and facilitate student development.

To ensure that the essay responses reflect valid expressions of true attitudes we are coupling the rating process
to a senior exit interview. This interview also rates student responses on areas of moral development, personal
growth in decision making, and faith development. The interview is also a component of a larger project initiated
by the Coalition for Christian Colleges & Universities (CCCU). This project seeks to gauge the change in
personal philosophies, moral attitudes, and faith development, and uses several methods such as the CIRP
questionnaire of freshmen attitudes, interviews, alumni surveys, etc.. Thus, we are able to relate the essay
findings to several indexes of student growth to give a comprehensive picture of student growth. We have also
related the essay ratings to other measures of academic performance to validate it's ability to demonstrate
academic growth. Presented here is a brief overview of our assessment process and some of our most recent data.

Theoretical Structure

The concepts employed in developing the Social Challenges Essay rating scales were drawn from a variety of
developmental theories and research traditions. Perry's (1970) linking of cognitive and moral development--
allowing persons to progressively recognize a pluralism of viewpoints requiring a personal endorsement
helped us conceptualize our mission statement as a developmental process. We wanted to capture this
development at different points along a continuum of critical refection and commitment to the college's
perspective. Erikson's (196K) work on identity and Marcia's (19K0) concept of identity statuses reinforced the
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need for a developmental model. Their work helped our understanding of the "foreclosed- identity status which
cautioned us against confusing a superficial endorsement of "what you're supposed to believe- with an authentic
commitment to a perspecti se based on a critical examinati,in of alternatives. The work of Fowler (1980) and
Parks (1986 ) in articulating the dimensions of faith or one's orld-view was also very helpful in identifying the
components of our mission statement and curricular goals that w e could address through this assessment
process. Fowler's scoring criteria for the faith development interview provided the initial format for developing
our criteria I Fowler. Jars is & Moseley:. 1986. ) Building on this theoretical background. and incorporating facets
of the college's mission. we dev eloped the rating scale shown in this paper. The scheme attempts to examine
des elopmental issues, the college's religious value sy stem, and academic growth by using a rating scale that:

focuses on les els of critical thinking and reflection as o, idenced by the lecognition and examination of
historical-structural dimensions. the recognition of the role of assumptions in shaping thought, and the
implications and consequences of particular view points. See rating dimensions A and F for examples.

illustrates progression from an external authority bound (they say ) orientation towards an internalized
(*owned' ) and personally endorsed perspective. See rating dimensims A and B for examples.

links thinking W ith moral/value/faith orientation, in particular recognizing how biblical themes and
directives shape how one views the world. See rating dimensions C and D for examples.

demonstrates mov ement from an implicit ( feel they know about) to an explicit articulation of beliefs,
values, and ideas. See rating dimensions B. C. and D for examples.

demonstrates a recognition on the part of the student for personal action and acceptance of personal
responsibility to w ork toward reforming all aspects of life. See rating dimension E for an example.

The Method

As part of the all-college assessment day, students are required to write for one hour in response to four broad
questions dealing with social issues. The questions require the student to identify two significant social
challenges, to discuss the various factors that have contributed to the development of these concerns, and to
articulate concrete ways Christians can, and should respond to these issues. Approximately one half of the
freshman (according to random assignmentthe remainder are involved in other assessment activities) and
95% of the seniors completed the Social Challenges Essay .

After the indiv idual essays Were coded and typed. a random sample of 60 freshman and 120 senior essays were
scored. Each essay was rated blindly hy three faculty members. We have used both trained raters, those who
participated in a training workshop. and other interested faculty members who had minimal training with the
rating scale. Preliminary results suggest that most faculty could participate in the rating process with a modest
amount of preparation and minimum time commitment. Those faculty who have participated in the scoring have

reported that this activity provided them with a unique view of our students' thinking and experience, helping
them to better understand how to connect with today's student.

As previously discussed. the Social Challenges Essay rating scale incorporates six dimensions rated on a 1-7
scale, with seven representing more advanced levels. We are also experimenting with categorizing students into
three levels of thinking from simple to more complex. approximating the three levels outlined on the rating
sheet.

Results

Inter.rater reliability v,,as very high. vs ith an effective reliability coefficient of r--..82 for the composite score
( average of ratings for each dimension 1. As erage ratings for each dimension are shown in Figure 1. Comparing

the as erage ratings of freshman versus senior essays. there was a statistically reliable difference found for each

rating dimension and for the composite score.



Figures 2 and 3 show the distribu-
tion of levels for the freshman and
senior classes. While these fig-
ures demonstrate that there are
clear differences between the
freshmen and senior students, fur-
ther longitudinal testing w ill he
needed to attribute the difference
to student growth. rather than at-
trition or other variables. The Stu-
dent Assessment Committ:e is
currently developing recommen-
dations for various committees and
groups to implement change to
increase the ratings and improve
the level of thinking/development.

Figure 2.
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Recommendations for improving student growth are currently in the discussion phase. Possible approaches may
include curricular changes or faculty worksho.i on improving student thinking. In addition to working toward
improved performance and ratings, we hope to add a writing/expression rating component that will more
explicitly focus on aspects of writing. Plans are also being made to use the essays for departmental assessment.
and to relate specific learning experiences (i.e.. service learning experiences) to developmental changes.

The Student Assessment committee at Dordt College has developed what we believe to be a useful process for
thc assessment of "value orientation" and academic achievement within a single paradigm. This paradigm
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Correlation
r values Freshmen

Table I.

Seniors

Dimension: ACT

High
School
CPA ACT

High
School
GPA

Reasoning/
Critical Thinking 461 464 382 199

Moral
Judgment 261 309 412 236

Worldview 408 489 397 .106'

Biblical
Themes 372 395 .366 .146'

Personal
Responsibility 337 338 366 142'

Historical/
Structural 338 392 .320 .176'

Composite
Score .428 470 .409 .185'

All Students

High
School

ACT GPA

412 249

.376 .248

.407 195

.374 .195

372 .191

.342 .228

.240I .419

1-These correlation values were not statistically significant beyond p=.05

itible I shows the relatumslup in the ranng It ah .1 CT .scores and high school GPA. The higher the correlation

value f i.e.. clmer 10 I trongt iN the relationship between the thmension and the other measure. These

results suggest dial the eSsal rating 1 a rehable and valid processfor measuring academie growth along with

ow( // I r ( /UM t;e1.

should. w nh modi t [cation. proe uselul tsr many colleges and universities exploring ssass to assess the changes

that occur in the quality or direction ot student thinking. along V. It h the ability to think critically. This paper

ocuses on an essay w ruing task gis en ui freshmen and senior students over the past four years. We will present

hriel des elopmental history of thc questions, the rating scheme ii.e. theoretic and historical rationale) and local

rateriraining. as w ell as reliabilit and salidiiv testing of the rating process. Initial resultsand more recent results

comparing freshmen and senior groups. along with examples of typical student responses will also be shared.

Perhaps most important to any assessment process is to demonstrate "the feedback loop- or how the information

has impacted. or w ill impact. the educational actis ales of the college

In addition to focusing on the process. outcomes and feedback from the instrument, we hope to focus on the

broader issue ot "s alues and perspectis es- ersus "academic achievement- assessment. We feel that these are

Hien unnecessarily dichoomued is mutualls exclusive areas and therefore require a separate process of

assessment. Fite essay rating allow s tot an analy sis al the des elopmental changes that occur in how students

s on taith or Ii le issues may hange as cr a college career. and how these changes effect their problem

siils mg pproaches to social issues,

174



Chapter VII. A sessine Studeni Learning: 1o0I% 01 Asevymeni

Social Challenges Essay: Description from Dordt's Assessment Plan

The Social Challenges Essay was developed by Student Assessment Committee members, with special input
from members of the psychology department, essay raters, and members of the General Education Committee.
Students are required to write for one hour in response to four broad questions concerning current social
problems. The general instructions to students, 'stimulus' questions, along with the rating criteria, are all
included at the end of this document. The rating criteria are derived from the developmental theories of James
Fowler. Erik Erikson, and William Perry as well as concepts drawn from the Frwnework jOr Dordt'%
Educational Program. The first two years of testing were designed to test the instrument as well as the process.
By way of the essay we are attempting to measure students' ability to articulate and apply the principles
articulated in Dordt's own mission statement. Essays are also examined for general developmental changes in
thinking patterns and critical analysis.

The results of the essay ratings for 1992-93, as well as for the senior class of 1994, are shown in the figures at
the end of the document. Initial results appear to show an improvement in ratings between freshmen and senior
classes. However, since the essays were not rated in a 'blind' fashion (e.g. with the class of the individual
withheld from the rater), a replication was required (recently completed) to provide further validation of this
difference. Fi2ure I also shows that, while seniors do appear to show higher ratings. there is also considerable
room for improvement. The results from the Senior ciass of '94 (Figure 2). despite being based on slightly
different rating categories, a different testing situation, and a new set of raters from the first testing. show
remarkably similar results to the previous testing. The overall effective rater reliability of .72 is considered quite
high for a subjective rating system (Rosenthal & Rosnow, 1984 ). Thus, the replication of ratings for two senior
groups, along with the strong inter-rater reliability, give the committee a high degree of confidence in using the
essay writing test as an effective means of assessing student progress. Further validation is planned in the near
future (completed by the time of the presentation) by examining the relationship between student responses on
the essay. taped interviews with a select sample. and responses to the CIRP opinion questionnaire.
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AppendiA

Student Assessment Essay

Scoring Criteria:

1 2 3 4 5 6

.,
A. Leyel of Critical Thinking

. . . . .

reasons in terms of concrete cause
and effect, T/F manner (dualism);
simplistic arguments with little
support or cohesion

recognizes diversity of positions
and perspectives, but not sure
how they fit together. "it all de-
pends"

explicit, analytical, systematic,
critical (perspectival), comprehen-
sive

B. Level of Moral Reasoning and Judgment ,.:_ :.,,, -,-.-. , - , ....,..., _--..- -,---_-__,,., i

external authorities, arbitrary view
of right and wrong as defined by
authority figures; doing what
you're told

internalized autho! Ides, knows
answers, but not sure why; right
and wrong depends on (relative)
to situation

attempts to understand and ar-
ticulate norms and principles de-
rived from an internalized under-
standing of the value implications
of one's faith commitment

. , .. .

C WorNview: Awareness of faith implications of assuroptiot , ,. ..,.. ..,,,.-.. 34___.-,
, ,=_.1..' .0,s1-MWSzie "- - ---':,.-J

'------1
simplistic; not aware of having a 1

worldview consists primarily of a

world view as an explicit and in- collection of conventional beliefs,

terrelated system of beliefs, as- assumptions and morals; little evi-

sumptions and commitments dence of reflection on the more
generalized implications of assump-

tions, beliefs or commitments

.

external authorities, arbitraryview
of right and wrong as defined by
authority figures; doing what
you're told

- ,
P. Incorporates Understanding of %hen*, (crefilkiRrtf I !_ :=u_coi 1.. R - .

simplistic; naive application of bib-
lical concepts; no acknowledg-
ment of cohesive, interrelated
themes in scripture

partial recognition and under-
standing of the interrelated
themes of scripture; emphasizing
one aspect, e.g., creation or salva-

tion over the others

clearly articulates importance of
creational norms, the reality of sin
and out call to reclaim

_..... .. ;1::±i±.._, -..::_..,..

.E0 Perception of Responsibility in .,esp onse.,41 Challepg
-1' 4"'L: -7'- :-''.71.-2-2.:' -"7= -r ' 'LIU_ ' .;--. `"---_-_L -,--i3''' ',.- '7' keVTAFV--

TI.-fe;:".4.:::?: '.!'"4-1'''s ' :- ,:

__--4' ..:Ii-4,-""

not my problem; shows little em-
pathy; situation judged in terms
of own needs and concerns; sim-
plistic solutions without evidence
of personal commitment to action

aware of personal impact and

need for involvement; unclear as
to the nature and extent of corn-
munal responsibility and action;
solutions/suggestions are broader

in scope, but not comprehensive

clearly sees self as involved and
responsible for dealing with is-
sues, in concrete, clearly articu-
lated ways; sensitive to the broader
communal impact of individual
action

,

P-''= --- -__.;.: _-7,, -----Vir'
. . ... . . .
. ... . _

'L_ r -=. ....I:_ .-__ _ -: :7 .1.. . .. _2_ _ .. i

explicitly states that problems of-
ten have historical context, and
that societal or cultural structures
contribute to individual and soci-
etal problems

no mention or acknowledgment mentions historical development

of historical development or im- I and/or societal structures, but

pact of societal structures-- prob- ! focus is on personal, immediate

lems are based exclusively on I or situational influences

personal responsibility I

I
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Strengthening One's
Assessment Plan

Overview

Douglas K. Lange

Historically, "assessment" was a term used by our academic departments trying to determine if our graduates
compared favorably with national normative data. We believed that if our students performed at or above
national averages we were affecting student learning. There wasn't any real concern over the management of
the curricula, realizing that many programs were accredited by the Accreditation Board of Engineering Training
(ABET). and that was "good enough- for us. At a university like ours, focused on engineering and science
curricula, familiarity with and the attraction to statistics for justification of a stance is natural. What was difficult,
though, was finding an educational paradigm for building a model assessment program. The key phrase that kept
us focused was that "assessment was about setting graduation standards and not about raising graduation
standards.-

An identified concern in the development of our assessment plan was to support the standard that general
education was an integral part of the engineering and science curriculum. General education requirements had
previously been viewed as "service" courses that supported the engineering and science degree programs. It
seemed unusual to have the general education components be regarded as a vital part of the university's degree
programs.

Where We Went

As a small university of 2.400 students, we started with what caine naturallyindividual attention for students.
Our goal was to affect student learning one on one. Questions came at us: How do we know student learning
is taking place? What does our mission say about affecting student learning? What do our corporate advisory
hoards say about the quality of our graduates? What data alrei;cly exist that can help us know that we are meeting
our mission? How much information do we need to satisfy the questions? Obviously we wanted to show that
we could quantify any quality. We also knew that real student achievement was a singular event and not in and
of itself a statistic. We wanted to assure that each and every student met his or her career goals for gaining a
unis ersity education.

The second step focused on finding the appropriate delivery mechanism to help each student achieve his or her
academic goals. At the South Dakota School of Mines and Technology, all faculty have assigned academic
advising responsibilities. The assessment planning committee believed that there were processes already in
place between faculty and students through the advising process. The committee settled on advising as a process
to propel academic achievement. Advising would allow us to give feedback into improving student interaction

ith the university.

The third and most pivotal phase centered on how to store the data that would be collected. It is one thing to derive
data. It is another to turn it into meaningful information. It was still another question of how do we get
information into advisors "hands" that would allow them to mentor the student toward academic achievement
and progress toward degree completion and the achievement of student's goals. We were also concerned about
the management of the curriculum and how the student's individual academic achievement related to students'
success rates in a department. in a college, and within the university.

1 7
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What We Developed

As we answered each question. it became clear that:

individual attention upon each student academic achievement remained paramount;

interaction between faculty members and students during the academic advising process was a key
component;

general education curriculum management needed to be developed; and

technology was the tool that would help us.

Oui assessment plan was developed to use a centralized database on all students detailing each student's
interaction with the university. At a student's initial encounter, a student would respond to a series of questions
about his or her educational plans as well as a series of questions about her/his abilities to meet those plans
such as their mathematics or English readiness. As a follow up. advisors would be able to meet with each student
and plan an appropriate course of action for the initial (and subsequent) semt-sters. The advisors would also be
able to add through comments any follow up information about their advisees and any barriers (either
institutional or personal) that might binder individual student success.

Our ultimate goal remains that we should be able to successfully track how a student goes from "point a"
(enrollment) to "point a-prime- (graduation). We w ill establish a normal path that a student travails on his or
her journey toward graduation and the completion of his or her goals. We will also be able to determine if a
student had veered off the normal path toward his or her success. If that would happel. electronically we could
notify the student and his or her ad:v isor that an intervention was necessary to bring the student back toward a
successful journey.

The importance of this plan lies in its ability to track students individually, by department, by college, and by
overall university plans. It also allows us to justify success patterns against the mission of the university to
provide excellence in undergraduate education. Some of the data collected on students used for evaluation
purposes include:

ACT scores

CIRP responses both individually each and collectively

Placement test scores on math, physics. and English

Mid-leve! testing results (CMP and student satisfaction)

Student goal statements with a sophomore follow -up

Electronic photos

Biographical information

Transcript data

Degree check lists (audits)

Alumni survey results ( ACT)

All of the above information exists in individual and aggregate student data to help faculty members gain
feedback to assure currency in the curriculum via technology. The resultant decision was to begin an
lndividr alized Education Program 0E13: for each student. It ties directly to the mission of the university by
providing a "broad educational environment that fosters a quality educational experience..."
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The purpose of the I FiP is to supply information to advisors electronically that will allow faculty members to
do the best possible job in helping individual students achieve their academic goals through advising. The
electronic advising system will furnish information on student career expectations and goals, as well as on the
individual strengths and weaknesses of each student. Student problems can be identified and appropriate
interventions can be designed to propel the student toward success.

In addition to the electronic advising provided to each advisor, departmental assessment is continuing to
measure how well the goals and objectives of the university are being met. Departmental major field exit
achievement tests, industrial advisory board comments from corporations employing our graduates, their
comments on students' knowledge and mastery, and Audent competition results in regional and national
contests, all add to the department's ability to understand student academic achievement.

Although student academic learning occurs in the classroom. SDSM&T recognizes learning occurs more
broadly than in only one arena. Learning should occur everywhere within the university. To keep that paradigm
before us, the database will also capture a host of other data available on various student records:

Leadership experiences

Cooperative education experiences

Work history

Financial aid information

Scholarship information

Volunteer in the community information

Athletic participation

"Brag card" data

Disciplinary records

What about General Studies

The general studies component of all degree programs at the university is composed of mathematics, basic
sciences, humanities and social sciences. The goal of the general studies component must provide the foundation
and preparation for the student to proceed to more advanced courses in the curricula. Learning objectives for
the students completing general studies includes: a) improved problem solving skills, I)) critical thinking skills
that are transferable to any profession, c ) improved science literacy, and d) communication skills.

The assessment planning committee decided to address mid-level assessment via the ACT CMP exam. The
results of the examination will give faculty members the necessary data to determine student retention of
previously learned concepts. Information will be used to understand what was being retained and what changes
might be necessary either in teaching emphasis or curriculum to assure that important material is remembered
and learned. The process will also serve notice to students that information from previous courses is important
for future learning, and not to be forgotten.

Closing the Loop

To be an effective instrument of change. our assessment plan provides tor feedback of resultc to those
responsible for teaching and learning, and the responsible parties must act upon thc information. The
Individualized Education Program is. of itself, a feedback mechanism not only to faculty members but to
students themselves.
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Information from placement testing, mid-career testing, and exit exams will be returned to college deans,
faculty members of the departments, and to curriculum committees so that they can continue to plan for courses
that meet students' needs. Inherent in all of this process remains the fact that faculty have the responsibility
for maintaining academic excellence in the classroom. They have chosen "graduation standards" for their
program and the methods for measuring student academic achievement against those standards.

nought% K !Any(' Dcan 4.S:fit/ems. South [Wow School of Mini and Technoloo.. Rapid City, SD.
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Decentralization and
Faculty Ownership:

Keys to a Successful
Assessment Strategy

Terrence Foley
Walter Mackey

Jo-Ann Terry

Henry Ford Community College is a large, comprehensive community college located near the city of Detroit.
Its student population is significantly multiethnic and multiracial and includes a large number of students who
do not speak English as their primary language. The city of Dearborn. where Henry Ford is located, possesses
the largest Arabic speaking population in the United States.

Faculty Ownership of Instructional Assessment

Henry Ford Community College is proud of its history of shared governance; the faculty at this institution play s
a significant role in shaping decisions that influence the direction that the college will take as it reassesses its
mission of teaching and learning. It is in this light that instructional assessment was conceived at Henry Ford.
Any attempt to impose a top-down assessment plan would be doomed to failure from the onset. The
administration at Henry Ford Community College wisely placed the development and implementation of
assessment into the hands of faculty immediately after initial preparations for the Spring 1995 NCA evaluation
were begun.

The institution has never had an Office of Institutional Research that is common to other large community
colleges. Therefore, initial structures and responsibilities for assessment had to be developed from the ground
up. The administration made the necessary financial and personnel commitment so that a faculty -driven model
could succeed. In January 1993, a faculty member was released from all teaching responsibilities in order to
begin the groundwork for the development of an assessment plan. This individual, Walter Mackey from the
Mathematics Division, had experience and training in evaluation and measurement strategies and had sers ed
as a consultant to local school districts in their attempt to implement outcomes assessment.

His first three months were spent in numerous small group meetings with faculty members at the department
level. As is the case with many institutions, the faculty at HFCC were largely unaware of the current assessment
mandates. They taught their classes and were professional in keeping abreast of new developments in their areas
of expertise, but assessment and related educational issues were not part of their thinking.

Eleven representatives from the college attended the March 1993 NCA Annual Meeting in Chicago and used
this time away from campus to organize and plan for the direction of assessment at HFCC. These representatives
were members of the embryonic Instructional Assessment Committee that was to play a major role in the
coordination of assessment efforts at the college. The make up of this committee was mostly faculty. so that
assessment requirements and requests w iuld he viewed by faculty as coming lmm faculty.
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The committee, which is still in existence, has co-chairs: an instructional Vice-President and a faculty member.
The faculty co-chair, Terry Foley. is the Director of the Learning Lab. This is a faculty position at HFCC, and
in his role as Director. Foley had been involved in using instructional assessment information for years. His
being the chair of the faculty strike committee also gave him more credibility that was extremely belpful in
dealing with certain groups that were less than enthusiastic about having to assess their program's effectiveness.
The position of Faculty Co-chair is given three-quarters released time from teaching responsibilities.

The composition of the Instructional Assessment Committee was designed so that most of the areas on campus
that would have to be involved in a successful assessment operation were represented in some form. Members
include the directors of counseling, computer operations. the placement office, developmental education, and
registration. All major career and academic areas of the college have representation.

The Fall 1993 semester was spent writing the H FCC Instructional Assessment Plan and meeting with individual
program faculties as they developed their specific assessment plans. A program was defined as "a structured
series of courses leading to either a degree or a certificate.- It soon became clear that some standardization would
have to be imposed on local assessment plans or there would be chaos across campus. As a result, the
Instructional Assessment Committee instructed all sixty-five programs across the college to report their
assessment intentions in a common Goal-Outcome-Criteria flowchart format. Two examples of flowcharts are
included at the end of this article. Sample flowcharts were prepared using non-existent programs as examples,
and literally hundreds of small meetings were conducted between local program assessment committees and the
two teachers released to assist in this development process. Divisions of the college such as English and
Mathematics that do not offer degrees or certificates were officially exempt from the program assessment
model. These areas of the college, howes er. were actively involved in significant course-level assessment
actis ities and will be included in the HFCC assessment model for General Education when it is completed in
approximately one year.

The Henry Ford Community College Instructional Assessment Plan went through a total of fifteen revisions
before it was finally adopted at a meeting of the entire College Organization a year later in September 1994. This
model contains a specific accountability structure so that there is subtle pressure on program areas to view
assessment as more than a once-in-ten-year achy ity to placate NCA in its accreditation process. Although most
programs have been cooperative in the assessment efforts, there are some areas that view assessment as a minor
irritation that will go away if ignored long enough. As a result, a reporting structure was included in the H FCC
Instructional Assessment Plan to encourage all areas of the institution to cooperate in this enture. Each October
1st. all program directors and lead teachers must submit a detailed Annual Assessment Report to the appropriate
Instructional Vice-President and to the Instructional Assessment Committee. These reports are reviewed at both
levels and an annual State ot Assessment Report is made by the faculty co-chair of the Instructional Assessment
Committee to the entire College Organization at its January meeting.

Decentralization of Instructional Assessment Operations

Assessment has two purposes: compliance and instructional improvement. These two objectives may not
necessarily be mutually exclusive, but it is clear that an assessment strategy that is dictated by compliance alone
will generate a different faculty response than one that is established to help teachers improve instruction. Henry
Ford Community College. in establishing the structures for generating assessment information, maintains two
separate institutional bodies: one. administratively operated. that responds to state and federal mandates for
information. and the other, the instructional assessment operation. the main purpose of which is to provide the
teaching faculty with information that will help improve the teaching and learning process at HFCC. The
compliance side of the coin is under the direction of the Coordinator of Institutional Des elopment and Systems.

The other side of the coin is the faculty-driven instructional assessment area. Assessment at Henry Ford is
decentralized in the sense that assessment activities are the responsibility of the people most closely associated
with the students in the program, namely the faculty at the program or classroom level. The instructional
assessment operation simply provides the programs, divisions, and departments with services such as data
requests, scanning facilities, consultation, development of specialized databases. questionnaire construction.
and assistance in test development. These operations will eventually be housed in a new Center for Assessment
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and Instructional Innovation that is scheduled to open in approximately two years and is temporarily housed in
a makeshift trailer. The assessment portion, the "A- part of the CA II, currently is composed of four individuals:

the faculty co-chair of the Instructional Assessment Committee (3/4 released time) whose primary role
is the administration of the daily operations of instructional assessment:

the Technical Assessment Coordinator (three credit hour extracontractual assignment ) who supervises
the Faculty Technical Liaison( s ), assists the Computer Technician in data production. and produces
statistical analyses that are non-routine in nature:

the Faculty Technical Liaison (one-half released time) who prepares reports for individual faculty
assessment requests. helps develop specialized databases for storing information at the program and
department level, and meets with small faculty groups in helping to plan assessment activities: and

the Computer Technician Specialist (full-time position. non-faculty) who downloads data from the
mainframe system. performs scanning operations, and generates statistical reports that are of a relatively
simple nature.

When completely established, the assessment operation will have a full-time secretary.. Long-range plans also
call for funds to provide additional Assistant Faculty Technical Liaisons who will be given one releas.....d class
to provide specific ad-hoc services when necessary.

The assessment team in the CAll serves as the intermediary to other areas on campus that provide services
essential for local assessment efforts. Production of information external to the campus. namely questionnaires
from students after they are no longer attending HFCC, employer information, and data from four-year
institutions, is the ultimate responsibility of the Coordinator of Development and Institutional Systems. The
instructional assessment team serves as the liaison between this office and those programs that require external
data for assessment efforts.

While the instructional assessment operation pros ides services and support to individual assessment teams,
decentralization ultimately means that programs and department are responsible for securing whatever
resources are needed for their plans. If data entry is needed and these d ita cannot be scanned, then each program
or department must provide data entry personnel out of its own budgct. The assessment team will set up a data
entry program and provide training but w ill not be responsible for actual data entry. The latter has been a major
problem for areas that have opted for standardized non-scannable inal exams that must be maintained in a
database for future analyses. If specific assessment plans requirc that employers be contacted, there is no
currently operable centralized mechanism lot providing this information. At least for the present. this is a
program or department responsibility.

It is clear that a faculty-driven. decentralized model comes w ith a price, and that price may be a little less
efficiency than might be present in a highly-structured. administrativ ely-driven model. But the faculty at Henry
Ford Community College feels it is a price worth paying. Assessment is theirs, and the faculty believes that
improving teaching and learning in the classroom is the essential goal of ihstructional assessment. Intentional
separation of institutional assessment and instructional assessment may he more costly, but an instructional
assessment operation that is going to be taken seriously by faculty must he customized to the particular needs
of the sixty-fly e programs on campus. A standardized report for Automotive Service may not be applicable to
the needs of the faculty in a pre-engineering curriculum.

The Future for the Assessment Effort

The key players in the instructional assessment effort. the faculty on reassigned time. have been extremely busy
over the last three years. But it has been a very profitable three years. Henry Ford Community College has been
transformed from an institution in which structured assessment was found only in isolated areas to onr in which
all programs are required to report annually their assessment activities and results.
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The immediate assessment efforts at Henry Ford Community College will concentrate on the question of general
education assessment. As mentioned earlier, each program must structure its assessment plan in a Goal-
Outcome-Criteria format. Every plan will have another goal, that of a yet-to-be-determined General Education
statement that will be common to all degree programs. The immediate task is to determine student outcomes
that will cross all program lines. This is a difficult task for any institution. But an institution whose faculty views
assessment as its responsibility should be able to reach agreement on this issue. Had the development of the
assessment structure at this college not been a faculty-driven one from its inception, then campus-wide
consensus on general education outcomes would be far less likely.

Another area that will require concerted effort and attention in the very near future is that of external data Many
of the sixty-fi e programs at Henry Ford have developed assessment models that require data from students after
they have left the institution, from employers of program graduates, or from four-year institutions that accept
HFCC transferees.

Ins.ructional Assessment is not a smoothly running operation without problems or failures; it is a process in an
embryonic stage that has a potential, if properly nourished, for having a significant impact upon the institution
and its students. The optimism that permeates the process results from the fact that full-time teaching faculty
believe that instructional assessment is their operation and its results are being used, not to punish or cempare
different areas of the college, but to give faculty specific information that will enable them to do a better job
in teaching students. At an institution like Henry Ford Community College, an assessment plan that was not
decentralized and faculty-driven would be an assessment plan that would have had minimal long-range impact
on daily classroom activ ity.

Appendk A: Assessment Goals, Outcomes, and Criteria

Tem hdey ts Learning Lab Director. Henry Ford Community College. Dearborn, MI

Walter Mackey is Math Division Dire( tor. Henry Ford Community College. Dearborn. MI.

Jo-Ann Terry is Vice F :sident/Dean, Career Education. Ilenry Ford Community College, Dearborn. MI.
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AppenthA

Assessment Goals, Outcomes, and Criteria

Associate in Arts Degree-interior Design

Program Goal Student Outcomes Assessment Criteria

The goal of the Associate in Arts Degree -
Interior Design rs to give program gradu-
ates the basic skills in Interior Design that
will prepare them for transfer to four-year
programs if desired, or possible entry-level
positions in the field of Interior Design. To
achieve the above stated mission, we intro-
duce and explore the following concepts
and skills. Our goals is to build on the
students understanding of these concepts
and skills in each art laboratory class they
take in our program.

Students will be able to demonstrate a func-
tional knoviiedge ol basic interior design

Students will possess a functional verbal and
visual vocabulary anout interior design
concepts

Students who desire to transfer will lim.e me
skills to put sue a four-year degree in Inferior
Design

75% of all program graduates will have a
satisfactory instructor rating on an exit port-

folio review

75% of the p,ogram graduates will demon-
strate successful mastery of 75% of the sig-
nificant visual arid verbal vocabulary in Inte-
rior Design. as measured by faculty observa-
tion at the time of the portfolio review

Graduates will possess the knowledge and
skills necessary for an entry-level position in I

Interior Design

After transferring to a four-year institution
HFCC Interior Design students will succeed
at a rate comparable to students who took all

their training at the four-vear school (Until
records are made available from transfer
institutions. HFCC will collect data through a
college-wide graduate survey )

75% of program graduates will be rated as
having the competency to attain an entry-
level position in the held of Interior Design
(by a professional in the field. e.g .member(s)
of the Interior Design Advisory Committee or
potential employer)

Certificate of Achievement Program-Food Service Management
Program Goal Student Outcomes Assessment Criteria

The Certificate of Achievement Program -
Food Service Management is designed to
give graduates a concentrated approach to
the technical knowledge and skills required
for entry-level employment in the hospstal-
ity industry.

The student will demonstrate the mastery
of the essential skills in food service
operations

Students will demonstrate the mastery of
essential knowledge in sanitation

BEST COPY AVAILABLE

The students will demonstrate a mastery of
the essential knowledge ol nutrition

Graduates will be readily employed in the
Habitably Industry

100% of all certificate graduates will demon-
strate mastery of food service operations by

receiving a score of at least 75% by the
National Restaurant Association in the Intro-

duction to Hospitality National Test.

100% of the graduates will demonstrate com-
petencies on basic sanitation by success fully

passing the National Restaurant Association
(NIFI) Test with a score of 75% or higher.

100% of the graduates will demonstrate com-
petencies in sanitation by successfully com-

pleting the Michigan Department of Public

Health Food Management Certification Test

with a score of at least 75%

I 00%01 the graduates will demonstrate com-

1

petencies on basic nutrition by successfully

passing the National Restaurant Association

Test with a score 01 75% or higher

Within six months after graduation, 5541 ol
, the certificate graduates will be employed in

appropriate positions in Ma hospitality field
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Encouraging
Faculty Participation in

Student Learning Outcomes
Assessment

Robert L. Reid
Timothy Schibik

Curt Serbus
Charles F. Harrington

Prologue

One of the more pressing challenges facing the assessment movement in higher education is that of engaging

faculty in assessment. A number of paper and plenary sessions delivered at the 1995 AAHE Conference on

Assessment and Quality stressed the importance, even the necessity, of faculty ownership and involvement in

successful student learning outcomes assessment. The strongest call for faculty participation was voiced by

faculty and staff at institutions accredited by the North Central Association of Colleges and Schools.

This past spring, the University of Southern Indiana (USI) submitted it's APR, A Planfor the Assessment of

Student Learning Outcomes at the University of Southern Indiana, for review by NCA consultant-evaluators.
This plan has preceded our decennial self-study and campus visit, scheduled for September 1996. At the heart

of our academic assessment initiative as embodied in our APR, are our faculty whose support for, and leadership

in student learning outcomes has been exceptional. The assessment initiatives implemented at the University

of Southern Indiana have evolved from a consensus among our faculty that the assessment of student learning

and the improvement of teaching are interdependent and complementary.

Point of First Departure

Academic assessment has been an important theme at USI for the past decade. In 1985,following a twenty-year

history as a regional campus of Indiana State University, USI was given autonomy as a separate four-year public

institution with its own board of trustees. That same year the university began its self-study for reaffirmation

of accreditation. Faculty were broadly represented on the self-study steering committee and each of the study

groups. The growing national concern for quality control in higher education was a major influence guiding th.,:

institutional assessment and one of the study committees focused its attention on student academic assessment

outcomes. Our final Self-Study Report noted that several assessment measures, both formal and informal, were

already well established in various academic areas. These included an institution-wide course and instructor

evaluation system, mandatory placement testing in verbal and mathematics skills for all entering freshmen, and

a newly implemented alumni outcomes survey based on five-year intervals from the year of graduation from

the institution. The Self-Study Report recommended expansion of these initiatives into a comprehensive

program of academic assessment. To be successful, such a program required broad-based faculty support within

a su-ucture whose design enhanced the teaching-learning process. These recommendations were consistent with

NCA evaluative criteria, especially Criterion Three, "The Institution is accomplishing its purposes,"
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Ground Zero

Building upon this growing awareness of the importance of assessment to the institution, an ad hoc committee
developed an outline for a university-wide assessment plan during the Fall of 1987. This faculty-led committee
included representatives from all five of the university's academic schools, as well as the University Division,
a unit that serves the needs of academically undeclared (majors) students. Within the year the committee had
submitted a report calling for the development of an inventory of student learning outcomes assessment
activities, the adoption of a student satisfaction survey to be administered annually, and the appointment of a
"Coordinator of Assessment" from the general faculty to facilitate the administration of the various student
learning assessment programs.

A concrete example of the response to assessment spurred by this original campus-wide plan can be cited in our
Psychology Department. Under the leadership of a new department chair who served also as the institution's
first Coordinator of Assessment, the department sought to evaluate and revise its curriculum. This plan followed
a model developed by Palladino and Eison in which curriculum revision, depends in part, on student learning
assessment data. The department s first step was to develop curricular goals and to determine the degree to
which their curricular requirements and course offerings were consistent with those goals. This curricular
revision was guided by the revised curricular goals as well as data gathered from peer institutions. The
psychology course offerings, major requirements, and course sequences at 50 similar institutions were
analyzed. One measure of the effectiveness of the departmental revisions has been to monitor the academic
program by evaluating i..e data collected from the administration of the EST Major Field Test administered to

graduating se.!iors.

Looking at Tomorrow, Today

Early on in the assessment movement, tne university decided to adopt a pro-active approach to student learning
outcomes assessment. On our campus assessment is viewed and accepted as a fundamental necessity in the
university's pursuit of institutional effectiveness. In spite of increase interest in and focus on student learning
outcomes and instructional effectiveness by our regional and various professional academic program accred-
iting bodies, our faculty have spearheaded a number of assessment initiatives that continue to have an impact
on the institution. The following are nine of the more notable assessment undertakings:

1. During the Spring of 1988, the Coordinator of Assessment, working with the Student Academic Affairs
Committee of the Faculty Senate, brought a proposal through the faculty governance structure that
committed the university faculty to devote one entire day per academic year to the collection of
assessment data. This initiative was based on the overwhelming success of a similar approach
implemented at the University of Tennessee. Beginning fall semester 1988, "Assessment Day" has been
held during the second week in November. All incoming freshmen and continuing juniors are
administered the ETS Academic Profile. During this day all university classes are canceled. Students
are required to participate in assessment activities as indicated by the following passage from the

University Bulletin "In order for the University to assess and improve its academic programs, periodic
measures of student perception and intellectual growth must be obtained. As a requirement for
graduation, every student shall participate in periodic evaluation procedures, which may include
examinations in general education and the major field of study..." Faculty, staff, and students serve as
proctors for assessment activities. This process occurs annually and to date, nearly nine thousand

students have been tested.

2. The university assessment committee, composed of faculty and academic administrators operating
since 1987, was incorporated into the formal faculty governance structure during the 1995 spring
semester. The faculty senate approved the inclusion of the Assessment Committee as a formal standing
committee of the Senate and charged with the following:

A. To facihtate the review and evaluation (1' student learmny outcomes and the program

assessment needs of the university;
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B. To facilitate the review of existing assessment practices and measures, monitor their
elfectivene.ss. and offer suggestions as appropriate: and

C. To make recommendations fur planning. polny development, and review regarding
assessment activities within the University.

Faculty from each academic school are appointed to the committee for two year terms. The Director of
Institutional Research and Assessment, and one academic Dean serve as ex-officio members.

3. A close working relationship has been developed between the Assessment Committee and the
University Core Curriculum Committee. USI began implementation of a new general education core
during the 1995 fall semester. This program was developed by a specially appointed faculty committee
and the University Curriculum Committee. This new program was discussed and endorsed by
University faculty following a series of lengthy open hearings. The database developed through
previous student learning outcomes assessment using the ETS Academic Profile will enable us to assess
the effectiveness of this new set of required courses.

4. The Director of Institutional Research and Assessment (also a member of the general faculty) provides
a continual flow of information and assessment feedback to deans, department chairpersons, and
individual faculty regarding the assessment of general education, the major. and assessment-related
implications from various academic program criteria and expectations. The Director serves as a member
of the Academic Affairs and Academic Planning Councils which assure an open line of communication
and coordination of the assessment activities undertaken within the academic schools.

5. Working with the Faculty Senate. academic administrators assure administrative, technical, and
financial support for faculty assessment initiatives, particularly faculty development activities relative
to assessment. A number of outstanding assessment conferences cater to the needs of faculty regardless
of their respective levels of expertise in classroom assessment. Academic deans and the Vice President
for Academic Affairs encourage faculty to participate in these regional and national meetings.

6. The relationship between the institution's assessment plan and the institution's educational mission is
communicated broadly. Faculty share the understanding that assessment of student learning outcomes
assures institutional and institutional effectiveness.

7. Faculty participation in the development, implementation, and continual evaluation of the assessment
plan is encouraged. and to a certain degree expected.

8. During the fall and winter of 1994, faculty in our School of Business developed program assessment
goals consistent with each of their academic degree program objectives. Assessment measures were
tailored to address these objectives. Commercially available and "in-house" surveys are being used to
collect requisite assessment data.

9. Faculty and academic administrators have open access to the institution's longitudinal assessment
database. The Office of Institutional Research and Assessment maintains a comprehensive database of
student learning outcomes measures and prepares routine periodic and adhoc reports for deans,
department chairpersons, curriculum committees, and individual faculty.

Conclusion

Academic program review and student learning outcomes assessment at the University of Southern Indiana are
characterized by a spirit of collegiality and cooperation. Faculty understand and accept responsibility for
assessment. The institution's assessment approach is dynamic and flexible. At every juncture, faculty feedback
is sought and encouraged. Assessment is viewed not as an end in itself, but a means to the end of instructional
and institutional improvement. Our faculty take a keen interest, as well as great pride in making the student's
learning experience as effective and efficient as possible.
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The Role of Faculty in
Assessment at

Ohio Wesleyan University

David H. Hickcox
Louise S. Musser

Ohio Wesleyan University's Assessment Plan is tailored specifically for faculty participation. As a result of the
college's strong faculty governance system, faculty established ownership of the assessment process from the
beginning. The Assessment Committee is a standing faculty committee authorized by faculty vote. Indeed, the
five faculty members on the Assessment Committee had an especially strong role in developing the Assessment
Plan: only faculty members on the Committee served as consultants for fellow faculty members in the
development of assessment strategies. Furthermore, assessment plans for both departments and the general
education requirements were developed by the faculty.

Faculty Governance

Ohio Wesleyan's governance is shared by faculty. students, and administrators. This system of shared governance
is one of Ohio Wesleyan's unique features and is manifested by an extensive system of committees. The faculty.
largely through its committee system. is central to decision-making processes on campus. A salient feature of the
system is the collegial nature of deliberations. Prior to and at faculty meetings, issues are thoroughly discussed, with
all voices heard. Thus decisions tend to yield consensus. ensuring that policies and procedures will have strong faculty
involvement and oversight. i.e., the faculty will have established "ownership."

The development and implementation of Ohio Wesleyan's Assessment Plan is a case in point. Since Ohio
Wesleyan's faculty obviously have to live with the long-term consequences of the plan they establish, the more
involved they are with its implementation, the more committed they will be to its success. Full faculty
participation in the Assessment Plan leads to an increased sense of responsibility and ownership and a high stake
in the outcome of assessment.

Ohio Wesleyan's Assessment Plan has had strong faculty input and involvement at all levels. It was developed
to meet the specific needs of the college's curriculum and its students, and is tailored not just to a liberal arts
program hut specifically to the college's unique curricular and governance structure. Plans for assessing both
departments and the distribution requirements were developed in their entirety by the faculty within each
department. Thus faculty in each department are strongly involved in assessment. With the feedback loop
passing through the faculty at the teaching level. assessment can only result in continued strength of the majors
and general education programs. and increased enhancement of teaching and learning at Ohio Wesleyan.

Assessment of Departmental Outcomes

The Ohio Wesleyan curriculum is based on departments and programs. The former are structured with a chair
and faculty members, all of whom teach in a particular discipline. Program% are composed of members from
several departments. with one faculty member serving as the program chair. For example, English is a
department with its own specific faculty. while Women's Studies is a program with faculty drawn from the
English. History, and other department% whose regular offerings Qii.inp the Women's Studies area.*
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The Assessment Committee informed each department of the need to develop an Assessment Plan that went
beyond the normal measures of achievement obtained by course grades. Committee members explained that
noting passing grades in courses is not an acceptable assessment strategy. Departments that had ongoing
assessment techniques such as the keeping of portfolios. a senior capstone course, or a senior comprehensive
exam, were encouraged to build on those strengths to expand and enhance the assessment process. The
Committee encouraged other departments to base their initial assessment efforts on approaches that seemed best
suited to their goals.

The Committee used several methods to inform and encourage departments. First. a written description of the
assessment requirement was sent to every department head. Most departments responded with a carefully
developed departmental assessment plan. Announcements were made at each monthly faculty meeting and
questions about the planning of the assessment process were s'licited. A follow-up meeting was held between
those departments that had not yet responded to the committee's request for a preliminary plan, and individual
members of the committee.

Once a department had submitted a plan. the chair of the Assessment Committee and the Dean of Academic
A ffairs met with the committee member responsible for that division to review the plan. After noting strengths
and weaknesses, the faculty representative contacted the chair of the department in question. and explained the
Committee's comments and suggestions.

Each department submitted a plan with two parts. The first part described the goals that the department had set
for its majors. The second part consisted of the method( io by w hich the department could assess these goals.
The goals varied from preparing students for graduate school, to preparing them t'or a profession directly after
graduation, to providing a general liberal arts orientation. Some departments added a liberal arts dimension to
a professional major through encouragement of a second major.

The Committee decided to encourage each department to develop its own unique approach to assessment.
Therefore, there was no attempt to present a model or suggest a structure for assessment, other than the
guidelines laid down by North Central. As one might expect. the various departments developed plans tailored
to their academic programs. Departments used multiple measures including the following: the portfolio method
by which the majors would keep all papers written within the major department for review in the senior year:
evaluation of student performance in the capstone course: written or oral exit interviews or exit exams: and
follow-up studies of student satisfaction and performance one to live years after graduation.

When departments were designing their ow n exit exams. sample questions were often submitted with the plans
so the Committee could compare the questions with the department goals. In some cases the questions were
numerous and detailed. In others they were very broad but directed at eliciting from the student an essay that
revealed the student's ability to deal with the issues that are inherent in that particular discipline.

The Committee was satisfied that each department met the basic requirements of evaluating goals that are appropriate

to that discipline. It is expected. however, that as departments implement their assessment programs during the 1995-
96 academic year. they will revise their procedures. The Committee members will revisit the departments to prov ide
continued support and assistance during the implementation of the plan. Reports of the departmental assessments will

be collected by the Assessment Committee on a biennial basis beginning in the spring semester 1997.

Assessment of General Education: Distribution Ret, rements

Ohio Wesleyan. like other liberal arts institutions, specifies a set of general education goals for its students.
Because the aeademic departments at Ohio Wesleyan are distinctive and highly individualistic, our general
education requirements emphasiie departments over distributional areas. Students satisfy some of their general
education requirements by taking a specified number and combination of courses w ithin four academic areas
into which Ohio Wesleyan courses are apportioned: arts, humanities, natural sciences, and social sciences. The
criteria are not uniform among areas and the number of course combinations by .iv hich students may satisfy these
distribution requirements is virtually infinite, the task of assessing general education outcomes, therefore, must

lie w ith individual departments.
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After preliminary Assessment Committ_e discussion, a memorandum was sent to department chairs requesting
their cooperation in preparing assessment plans for their distribution courses. Departments were given
tlexibility to design their plans around specific courses or general departmental objectives; similarly,
departments determined the relative emphasis upon content vs. skills. Reactions to the request varied widely;
some departments readily submitted plans, while others responded with lengthy lists of questions and concerns.
Questions ran the gamut from practical (How many students will be involved each year?) to theoretical (Is
assessment appropriate in a liberal arts institution?). Assessment Committee representatives (all faculty
members) talked with department members, acting as sounding boards, offering suggestions, and conveying
questions to the full Committee. An interactive process of preparing the plans thus evolved between departments
and the Assessment Committee: the Committee's design for assessment of distribution requirements reflects
this interaction.

Assessment plans for distribution requirements were received from all departments, and every one reflects the
uniqueness of the department submitting it. Each departmental plan included a statement of objectives for the
distribution requirements; an assessment instrument, usually in the form of a series of questions; and a statement
of how the assessment outcomes will influence curricular reform in the department. In some departments,
assessment will take the form of an exit interview; in others, written responses to questions will be obtained.

Assessment of distribution requirements is being phased in, beginning with a pilot assessment during the 1995-
96 academic year. The Pilot Program will target the departments with faculty members on the Assessment
Committee: botany-microbiology, fine ans, geography, psychology, and religion. Thus, the Committee will
have an opportunity to study questions such as: What are appropriate sample sizes? When should the assessment
he administered? Who should administer the assessments? Who will evaluate the responses?

Beginning with the 1996-97 academic year, assessments will be conducted each year within one of the four
distribution areas. Under this timetable, distribution requirements in all departments will undergo assessment,
but only once every four years. The Assessment Committee will monitor the progress of the program, and
continue to solicit suggestions from faculty as to how the process might be improved.

Conclusion

Faculty ownership and involvement were perhaps the most important factors in the faculty's accepting and
approving assessment in general and the Assessment Plan in particular. The faculty authorized a standing
committee to develop and implement the Plan. That committee is prepared to assess both departmental programs
and general education requirements.

Frequent communication between the Assessment Committee and all faculty members is a crucial part of the
Plan. The committee reports to, and seeks advice and counsel from, departme:Its, divisions, and the faculty as
a whole, as well as the Academic Policy Committee, the committee that oversees the curriculum. Individual
members of the committee also communicate with departments and programs.

Although the Assessment Committee will coordinate assessment efforts, most actual assessment will be
undertaken by faculty within departments, programs, and divisions. Thus all faculty members will play a role
in assessment. This extensive participation will help to ensure that assessment will become an organic part of
the faculty enterprise, rather than an adminktrative or external imposition.

* Because the Assessment Committee treated departments and programs alike, "department" refers to both
programs and departments.

Dmid Hickcat is Professor of Geography and Chair of tlu' Assessment Committee, Ohio Wesleyan
University, Delaware. 01-1.

Louise S. Musser is Profe.s.vor of Education and Associate Dean of Academie Affairs. Ohio Wesleyan University,

Delaware, 011.
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Broadening Faculty
Approaches to Assessing

Student Academic Achievement
Stephen A. Yachanin

It has been the autilor's experience most faculty support the evaluation of student academic achievement. Those
with whom the author has worked acknowledge the importance of such evaluation for assigning grades, altering
the way in which course material is presented, revising curricula, and monitoring the integrity of college
degrees. There are moans and groans regarding the additional work involved in assessing student achievement,
but those are often muffled by the potential for improvement.

The phrase "developing measuring instruments for assessment," however, seems to raise considerable alarm
and confusion among facdlty. Questions such as, "How do you measure an attitude?" or "How can you know
if a student has developed an appreciation for ( insert whatever you choose)?" are common, as are blanket
statements regarding the impossibility of measuring such things. Others react defensively, emphasizing the
value of "tests and term papers" as adequate methods of assessing student achievement, and see no reason in
spending time considering alternative methods of assessment.

The author regards such views as the result of a misunderstanding of the nature of measurement and a learned
myopia concerning the assessment of student academic achievement. While a wide range of assessment
strategies and tasks are used on campuses across the country (e.g., case studies, role-playing, senior research
projects, portfolios), these strategies and tasks are not commonly used across all disciplines. Rather, the methods
of assessment used by our professors are likely to be used by us to assess our students. In that way, faculty within
a particular discipline may find it difficult to consider assessment strategies or tasks less commonly used in their
discipline. It was from that position that a workshop was created to assist faculty in developing a better
understanding of measurement and a greater awareness of measurement strategies and tasks.

With the assistance and encouragement of the Dean of the College. the author identified three faculty members
who were dynamic speakers, viewed as leaders by their colleagues, and not entirely "sold" on the idea of
assessment as mandated by the North Central Association. Those faculty and the College's Associate Deans
participated in a pilot workshop for which the awhor served as facilitator.

Pilot Workshop

An abridged sct of goals and "criteria for success" (i.e., facts of knowledge students should acquire. abilities
or skills students should demonstrate or perform, real-world experiences students should encounter, and issues
upon which students should reflect, all of wi.ich are used to describe successful achievement of a goal) for our
Legal Assistant major was provided without any indication how student achievement of each goal and criterion
was to be assessed. The Legal Assistant goals and criteria were chosen because none of the participants were
familiar with the area. It was expected the lack of background would free the participants from any preconceived
ideas of how one should evaluate student achievement in that area.

The facilitator began with a brief description regarding the nature of the task. Participants were asked to begin
formulating assessment strategies and tasks by which students might be evaluated in light of each goal and
criterion. In addition, several c 3mmonly used means of assessment were mentioned (e.g.. objective tests, term
papers. etc.) to initiate the discussion and to challenge the participants to consider less common and, hopefully,
more creative approaches.



20? P apt / 1 I on 1e II Stud% Ind Inipt,1, in nt I YVn

Giv en the diversity of the participants and unfamiliarity of the Legal Assistant area. ses eral approaches
commonly used by each participant, yet less familiar to the others, were suggested and considered. Sharing
approaches to assessment common in one area had the affect of stimulating thoughts of how that approach might
he applied in another area less likely to use such an approach. For example, a Fine Arts faculty member
suggested a perforr-ance-based strategy (a common approach in the fine arts) might be used to assess
communication skills in a courtroom setting in which students acted various courtroom roles (e.g., defense and
prosecuting attorneys). A second faculty member (in Psychology ) recognized such an approach could easily be
used to enhance and assess students' clinical diagnostic skills. Some students might role play clients with
arious psychological disorders while other students could act as clinicians. A simple checklist of correctly

identified symptoms manifested by the student-clients could be recorded as well as the accuracy of the final
diagnosis made by the student-clinicians.

All assessment strategies and tasks developed by the participants were summarized and recorded by the
facilitator throughout the w orkshop. The pilot workshop lasted approximately one hour. Feedback from the
participants provided sev eral useful suggestions that w ere incorporated in a subsequent faculty workshop.

Faculty Workshop

The three faculty members who had participated in the pilot workshop served as facilitators for a second
workshop in which all members of the faculty participated. Each facilitator conducted a mini assess.nent
workshop for approximately ten colleagues as part of a faculty workshop held prior to the beginning of Fall 1995
Semester classes.

The Legal Assistant. Biology. and Psychology majors were selected as the topics tor small group discussion. Each
member of the faculty was assigned to one of the groups by the author to ensure no faculty within those majors were
placed within the group that was to consider that major. as well as to create a diverse composition for each group.

An abridged set of goals and criteria for success for a major was provided to each member of a group. Members
of each discussion group were instructed to develop assessment strategies and tasks for the goals and critcria
given. The degree of specificity of development of strategies and tasks was left tor each group to determine.

All members of the faculty met to discuss the results of their efforts at the completion of the small group sessions.
A spokesperson for each group presented a list of assessment strategies and tasks devoloped by their group and
shared conunents regarding the nature of assessing student academic achievement in general.

The Aftermath

Most participants found the exercise interesting and informative. Some remained skeptical. feeling more
comfortable w ith the methods of assessment more commonly used in their disciplines. Many. however, found
dev eloping assessment strategies for a discipline other than their own allowed them to approach assessment with
a fresh perspective and discuss strategies they would not rea, Hy consider for use in assessing their own

Sev eral faculty members privately indicated to the author they planned to "steal- some of the ideas
presented for use in assessing students in their discipline.

Change is difficult. Innovation is exciting. Broadening faculty approaches to assessing student academic
achievement might best occur by providing an environment in which faculty can discover for themselves how
assessment strategies used in other disciplines might be applied in their own. There is perhaps no better way to
achieve that than by assembling faculty from diverse disciplines and encourage each to share how they assess
students. You can almost hear the gears turning in the heads of the others as they consider how they might use
each approach as it is presented

Stephim Yacht/mot nilTrior 01 Ay se% %men!. I41A,C kric Parneville. (M.
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Designing and Implementing a
Faculty-Driven Assessment Process

Kathy Crall
Mike Delaney

Jolyne Ghanatabadi

Des Moines Area Community College, a multi-campus college. is the largest of fifteen community colleges in
Iowa with an enrollment of more than I 0,000 FTE (full-time equiv alent ) credit students.

The process of preparing for the development of a formalized assessment proce.F.s began in the fall of 1991. It
was mutually agreed between faculty and administration that in order for assessment to be successful, it must
be a faculty-driven process.

A cadre of twenty-two faculty members representing instructional areas from all tOur campuses. along w ith two
continuing education coordinators, two deans, a curriculum specialist, and the chief academic officer were
given the charge to develop a plan for assessing student academic achievement. This cadre w as lead by a steering
committee composed of five faculty members, a curriculum specialist, a dean. and the chief academic officff.
Two years later the committee was expanded to include eleven additional faculty members and two additional
deans.

A process was initiated that would facilitate the communication of the results of the cadre's work to all faculty.
The results of the cadre's meetings were communicated to other faculty and administrators on a regular basis
to permit review, reaction, feedback, and possible modification.

As a result of the cadre's work, the Des Moines Area Community College's Educational Model for Continuous
Quality Improvement shown on the next page was developed. The model fimtures a process that incorporates
aspects of total quality management for continuous improvement through constant self-review and analysis.

The model has, as a foundation, a continuous or cyclical process based on the total quality concept. The
Shewhart CyclePLAN, DO, CI IECK. ACT, from the Deming Management Model (1986) by Mary Walton--
is the backdrop for the process.

n Plan

In this phase, the cadre began by developing a philosophy, defining terms, and designing the process
to be used for writing competencies and suhcompetencies for the skills and knowledge students should
acquire as a result of completing a course or program of study. Competencies and subcompetencies for
each course and program of study were identified and vv ritten by faculty, with input from and
consultation with administrators, advisory committees, individuals from business and industry, and
other stakeholdors.

Do

In the DO phase, students are made aware of the college's competency-based curriculum when it is
explained at new-student orientation sessions. Course competencies and subcompetencies are required
to be distributed to students by instructors as a part of, or in addition to, their course syllabi. A central
computer file on the LAN (local area network ) was created so that students and staff could readily access
course and program competencies.

19G
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Check

The CHECK phase of the process includes a series of assessment activities, all directed at students at
various stages of the educational process at Des Moines Area Community College: Pre-DMACC
Assessment. Student Course Assessment, Program Competency Assessment, and Post-DMACC
Assessment. The traditional methods of student assessment, used by most instructors, were examined
to determine if they adequately measure student achievement. While many students respond well to
traditional methods of assessment, not all students do: therefore, alternative assessnient techniques.
such as capstone projects and courses, and portfolios were integrated in plans prepared by faculty to
assess student academic achievement.

A summary of assessment techniques used for each level at DMACC are shown in the table Mow.

--:AsseS.Snient..SuariTahle......
Phase Technique

Pre-Assessment ACT ISAT Previous college credit

(For all students) ASSET High School articulation
Other

Student Course Assessment Capstone
project

Group work

Classroom Simulation
assessment Interviews
techniques Tests
(CAT)

Oral report Daily assignments
Other

A comprehensive program evaluation process is also used in this phase.

Ei Act

The ACT phase is that part of the process in which benchmarks established in the CHECK phase are
analyzed to determine the implications for teaching and learning. Once the analysis is completed, the
model has gone full circle. feedback has occurred, and the results of the analysis are used to plan, thus
starting the process all over again.

Conclusion

Des Moines Area Community College's Educational Model for Continuous Quality Improvement, developed

and implemented by faculty, has linked student academic achievement, program evaluation, and strategic

planning. It has also brought about improved communications of faculty between the campuses and lead to

improvements in the teaching/learning process.

Kathy Crall is Program Chair/Instructor, Busines.s and Office Technology. Des Moines Area Community
College, Des Moines, IA.

Mike Delonev is Sociology Instructor, Des Moines Area Community College, Ankeny, IA.

Jolvne Ghanatabadi is Dean of Curriculum and Instruction, Des Moines Area Community College, Ankeny, IA.
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DMACC Educational Improvement Model for
Continuous Quality Improvement

Develop/revise competencies an..
subcompetencies for courses and
program competencies, consistentwah
college mission

Analyze data (against benchmarks)
Determine implications for teaching
and leariig: Plan for improvement

N

Develop/Revise/Implement
competencies in courses/programs;
Create a central computer file of
competencies

. . .

1,-e-DMACC'Aessrii.ent

ACT/SAT - ASSET Admissions/Advising

High school articulation Previous college experience Other

Student Gempetency AsSessinent

Assignments - Attendance/Participation Capstone projects

Group work - In-class feedback/Simulation - Interviews Internships

Labs Oral reports - Portfolios - Tests - Written reports

Other

...Progriim Asse'sment
. . .

General
Advisory committees

- Agency accreditation
Articulation
Competencies courses matrix
Exit exam
Faculty professional involvement

- Professional development
Resources (equipment, software, etc.)
Student satisfaction

Employer survey

Competencies
Exit exam
Capstone course/project
Portfolios

Post- DMACC AssessMent

- Focus group - Graduate survey
- State licensure exams - Transfer student xformance - Other
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Fourteen Critical Choices to
Make in Beginning the

Self-Study Process

David A. Nichols

This essay is designed to provide a practical guide, based on the Southwestern College experience, to important
choices in beginning a self-study for a small college. These choices reflect the truth of that old Chinese proverb:
"The journey of a thousand miles begins with a single step." Identifying that single step and taking it, rather than
being overwhelmed by the long trip, is essential to launching a successful self-study process.

[1 Choice 1: Allowing Enough Time vs. Being Rushed

Set up a calendar that allows a minimum of two years for the self-study processone year for study and one
year for reaching and writing up conclusions. Aim to produce a draft document six months in advance of its
mailing deadline, eight months in advance of the North Central team's scheduled visit. That leaves sixteen
months, with only a portion of that available for real self-study by the time vacations and summers are
el iminated.

The two years is an absolute minimum. Even that period will work only if your institutional mission and
purposes are already well defined. Southwestern's review really began four years in advance with the
development of our institutional statements. We are already preparing for our next review in 2001. The
opening session of our January 1996 faculty workshop was entitled: "The North Central report of 2001."

1:1 Choice 2: Utilizing the North Central Staff vs. Operating in Isolation

Work closely and continually with your staff person in the North Central office. One of the most important
things we did at Southwestern College was to consciously decide to do that. We were frequently on the phone.
asking questions. In September of 1993, a year and a half before our review, we invited NCA staff liaison
Mary Breslin to visit our campus. That visit was a critically important event in making our self-study
successful.

L] Choice 3: A Separate Self-Study Structure vs. an Integrated Structure

You need to select a coordinator, with some released time for the task, and North Central will expect you
to have a self-study steering committee. An easy way to staff this committee is to utilize the chairs of your
work groups.

However, the critical question is, "How should the work groups be structured?" You must decide whether
to have a separate, special self-study structure or use the existing governance structure.

In 1992, Southwestern had just implemented a new faculty committee structure. For us, it made sense to
reinforce the new structure with self-study assignments rather than drain energies into a separate structure.
The purpose was to build self-study into the fabric of the college's life. In a small college, keep it simple.
Most small colleges do not have the human resources to staff a dual structure.
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. . .

trategi6Pirepticinsjor§outhwestem.

Establish a relevant academic program shaped by Christian values and createstandards for

excellence in teaching and learning.

Revitalize the residential campus, strengthen community, and increase the number of

residential students.

Balance liberal learning with professional programming, expand career-focused recruit-

ment, and strengthen programs for the emerging learning society.

Create an era-appropriate, aesthetically pleasing campus.

Institute policies for long-term financial viability, manage endowment assets to enhance

program, and seek gifts for major capital improvements.

Simplify all organizational structures and nurture an institutional style of experimentation

and innovation.

1.1 Choice 4: Faculty Involvement vs. Other Groups

You cannot conduct a successful self-study without deep faculty involvement. The accreditation process is

largely faculty centered. Faculty involvement should take at least three formswork groups, surveys, and
workshops. Faculty must know the issues so well that, when the North Central team visits, they win say the

same things whether or not aeministrators are in the room.

Therefore, a first-step task is to explicitly plan the means by which faculty input will be gathered. Other

groups are certainly importantespecially trustees. Students, alumni, and staff must be surveyed. However,

the heartbeat of the self-study is working with the faculty. They, like no other group, can make or break your

review when they meet with your North Central evaluation team.

iS
LI Choice 5: Mission vs. Purposes

For those to whom self-study is a new experience, it is easy to confuse the college's mission statement with

its purposes. The North Central criteria focus on the word, "purposes." At most institutions, these are the

components of the strategic plan and the detailed steps that implement that plan. These detailed purposes,
and how well you are fulfilling them, are the core of the self-study. For Southwestern College, six strategic

directions f med the basis for our self-study, our analysis of strengths and weaknesses, and the organization

of our self-study document.

Li Choice 6: Criteria vs. Purposes

Start with your purposes, not the Criteria for Accreditation. While your ultimate aim is to please a visiting

team, you will never achieve that goal by a myopically focusing on the five criteria that they will apply in

their visit. The self-study must begin where your institution is, not where North Central isalthough
know ing North Central's expectations is obviously important.

The criteria always point back to your purposes. They are to be applied to the institution's stated purposes
and its organization for fulfilling them, its current success in meeting them, its ability to fulfill those purposes

in the ft, re. and whether those purposes have been implemented with integrity.

This has implications for organizing work groups. At first, organizing work groups around the five criteria

will seem logical. Be careful. The criteria are not really five separate items A case can be made for organizing

work groups around the issues for your college in fulfilling your purposes. Moving from the concrete (your

college's issues) to the abstract (the criteria) will be easier for inexperienced work groups than vice versa.

Then, as the issues surrounding the fulfillment of your purposes are clarified, an awareness of the criteria

can he increased and obvious gaps can he addressed.
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Li Choice 7: Interpreting Criterion Five as Everything vs. a Few Important Things

The criteria still matter. Criterion Five, in particular, presents some unique problems. "What are the integrity
issues for our college?" When we first turned this question over to a committee, confusion was the result.

initially concluded that practically everything had something to do with integrity.

The way to deal with Criterion Five is to choose a few things that are at the core of your institutional life.
Make it the vehicle for addressing your deepest, most sensitive issues. For Southwestern, we narrowed these
down to the integrity of our key publications (doing what we say we do), our pronouncements and
performance in diversity, our fulfillment of stated central values (academic integrity and Christian values),
and the integrity of our relationships with primary constituencies.

El Choice 8: History Lesson vs. Snapshot

A hot topic at the beginning of Southwestern's self-study process was whether our study (and therefore our
document) should be a snapshot of where we were at that moment or an analysis of the changes that had taken
place since the last North Central review. The answer will differ for different institutions. Southwestern, as
a consequence of unusually dramatic changes since the previous review, chose to focus on change. Any
adequate self-study must do both hut the emphasis will swing on the tone of the previous v isiting team's
report.

El Choice 9: Strengths vs. Weaknesses

Beware of conducting a self-study that is only problem-centered. "Catching somebody doing something
right" is important to building the morale and self-confidence essential to addressing the harder, unresolved
issues.

A solid self-study identifies both strengths and weaknesses. Be honest with yourselves and with North
Central. If your institution has a weakness that has not been corrected, the worst thing you can do is attempt
to cover it up. Identify it and take some initial steps to address it even if the full results won't be available
by the time the team visits. There is nothing wrong with having an issue in process if you are actively
addressing it. Just be certain that you, not the visiting team. are the first to point it out.

Li Choice 10: A Data Deluge vs. a Few Good Pieces of Data

If your institution is not accustomed to consistently collecting data for self-study purposes. you can fall into
another "everything" trap. Decide, with precision, what information you most need and whom can you
survey to get it.

Anecdotes, of course, are not data. North Central evaluators will expect to see some graphs and charts in your
document. However, select a few and do them well. Be sure they address core questions, not trivial matters.
Focus on your stated purposes. Beware of wearing everyone out with data collection that appears trivial or
meaningless to those who are involved.

L) Choice 11: Keeping Good Records Right Now vs. Trying to Catch Up

Many institutions fall into bad habits in keeping records. If your governing bodies have not kept consistent
minutes, don't waste time attempting to retrieve or recreate these.

Take a "from this moment on" approach. Start immediately making certain that minutes are kept and syllabi
are collected. If you have allowed at least two (preferably three) years before your team's visit, you will build
an adequate record for accreditation review purposes. If recordkeeping has been a weakness, make your new
commitment to good records a benchmark of progress in your self-study.
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ri Choice 12: Planning Assessment vs. Doing It

The single-step approach can also help with assessment. Our college had no coherent assessment program.
We had to begin somewhere. We chose to deal initially with a limited groupfirst-time, full-time freshmen
and the general education program provided for them. Then we decided to administer a very few tests that
could he repeated at later stages in the students' college careers. Only later did we get around to working on
assessment programs in particular majors and activities. We are still working on these more detailed
assessment issues.

By the time our North Central team arrived, we had very little assessment data. However, we had a written
plan and we had taken the first steps to implement that plan.

El Choice 13: A Complex, Single-Person Document vs. a Clear, "Owned" Document

You will not write your self-study document right away but it is important to have a vision of what kind of
document you are building toward. Be sure to inspect some documents from successful colleges.

Decide in advance to make the document's organization simple and clear. If in doubt, using the five Crit2ria
for Accreditation as an organizational scheme will make sense to your evaluation team. Use lots of bold
headings and break up long text material so that the conclusions are easy to find. Make it easy to scan. While
most consultant-evaluators will read your self-study in advance, visualize a document that is so easy to read
that a weary, harried team member can readily review it on the plane trip to your campus.

This all underlines the crucial importance of the document. The self-study document will shape the initial
conclusions of your evaluation team. The visiting team, in two-three days, can only hope to "clarify and
verify" what is in the document. That means that the team will reach major, even if tentative, conclusions
before arriving on campus.

However, beware of responding to this reality by sending a superior writer into seclusion to write a piece of
interesting non-fiction. The first audience, even prior to the evaluation team, is your own institution. Your
colleagues must "own" the document. They should be able to recognize their work in its pages and see it as
a faithful reflection of the self-study process. Otherwise, the team will not be able to verify its conclusions.

Li Choice 14: Problems vs. Opportunities

Above all, as you begin, recognize that the self-study is an opportunity, not a problem, for your institution.
The self-study's fundamental purpose is to serve your institution. not North Central. This means that even
weaknesses that are uncovered provide an opportunity for constructive change and can be portrayed as such
to your evaluation team.

The core issues are your college's purposes and your fulfillment of those purposes. Address those directly,
honestly, and in a highly participatory, data-driven fashion. Then the accreditation criteria will make sense.
More important, your evaluation team will conclude that you have taken the self-study process seriously.
That is probably the single most important conclusion you want them to reach.

David Nichols is Dean of Faculty, Southwestern College, Winfield, KS.
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From Self-Study to Site
Visit and Beyond:

A Case Study of the
Reaccreditation Process at a
Research I State University

Andrew P. Debicki
Jeannette A. Johnson

Getting Started

At a relatively stable institution like the University of Kansas, which has been accredited since 1913, planning
for a reaccreditation visit is likely to have a relatively low profile for most of the years between visits. In the
absence of major upheavals or significant changes in mission, we are not as institutions generally given to
introspection. We know that we will be considered for reaccreditation in two years, or three, dutifully note the
year in our institutional tickler file, and go on with our nxmal business.

All of that changes about two years prior to the time of the site visit, when the president or chancellor receives
a letter from the North Central Association asking that prospective dates for a site visit be selected. Reality sets
in and the complexities of the accreditation process begin to unfold. It gradually becomes apparent that planning
and successfully executing the ten-year accreditation review at a large research I state university will require
a great deal of work and much attention to detail.

Even the first step, identifying prospective dates for the site visit, can be complicated. The NCA guidelines for
selecting dates and suggestions about dates to avoid are excellent starting points. Also important are a careful
review of the institutional calendar, including scheduled cultural and athletic events, and attention to the
particular characteristics of the institution and its location. Try to avoid dates that are either early or very late
in the academic term. Faculty, staff, and students are likely to more hospitable to consultant-evaluators if they
are well settled into the term but are not yet facing the pressures of exam time. If snowy or rainy weather severely
affects access to your campus or community, select dates when the weather will probably be good. As soon as
you have NCA's confirmation of your site visit dates, inform administrative and academic offices and put the
dates on the institutional calendar.

Developing the Self-Study

With a team visit scheduled for October 1994, the University of Kansas began preparation by reviewing the 1984
self-study and evaluation team report, and the invaluable retrospective notes left by the 1984 Self-Study
Coordinator. The steering committee was appointed in February of 1993. The timing proved to be just sufficient,
as some parts of the process inevitably took longer than anticipated. In the summer of 1993, we hosted a campus
visit by our NCA staff liaison; decided to organize our self-study by the five Criteria for Accreditation, with
detailed information about the university's academic and research programs in Criterion Three; appointed
writing committees for Criteria Three and Five; assigned principal responsibility for writing other sections to
senior staff members; and set the timetable.
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The University of Kansas. along with other institutions governed by the Kansas Board of Regents, had
undertaken a comprehensive and time-consuming review of all programs in 1992. We decided to build the self-
study on the data and results of that rev iew and to use the expertise of those involved in it. The decision proved
wise, as it enabled us to avoid duplication of effort and to build upon the goals and initiatives established
previously.

We spent the 1993-1994 academic year writing and collating the drafts of all sections. Editing the material,
ensuring consistency and fit among the sections, and reorganizing some sections as we developed a better
understanding of the criteria, took much longer than expected. Our decision to keep the report short (200-some
pages) required much editing and pruning but resulted in a cohesive, readable text.

We have been asked several times about our preparation of the section that deals with the "new" Criterion Five,
"The institution demonstrates integrity in its practices and relationships." We appointed a committee that
included key individuals who deal often with issues of integrity: the Associate Director of Affirmative Action,
the University Ombudsman, the Dean of the College of Liberal Arts and Sciences, the President of the Classified
Senate, a senior faculty member with long experience in governance and tenure issues, an Associate Vice
Chancellor for Academic Affairs, and the Associate Director of University Relations, a professional writer with
extensive university experience.

We initially had anticipated that this committee would function like the Criterion Three committee, with writing
assignments shared among its members. In the end, however, the committee used several meetings to chart
issues that should be included, and then assigned the Associate Director of University Relations to draft the
chapter. She taped committee discussions and interviews with other administrators (e.g., the Acting Director
of Human Resources) and prepartd a 20-page draft, which was reviewed first by the Criterion Five committee
and then by others, including the steering committee and senior administrators.

Although this approach varied from our original plan, we strongly recommend it for this and some other
sections. Having a committee identify the principal issues and then assigning a single experienced writer to
construct the chapter resulted in an integrated and well-balanced text that served as a standard for other chapters.
We borrowed from this model to finalize the text for the chapter on Criterion Four, "The institution can continue
to accomplish its purposes and strengthen its educational effectiveness." In that case, steering committee staff
members prepared an outline of issues and challenges facing the university, scheduled a meeting with senior
administrators, and taped the discussion. The model would have been effective (and efficient) for several other
chapters. although it probably would not have worked for our Criterion Three chapter, which included the
substantive narrative sections on all our schools and units. In that c hapter. the more complexand far more time
consumingapproach of having different individuals produce tew on their units, and then integrating and
editing the texts, was probably inevitable.

Moving from self-study draft to final report was more challenging than we had anticipated and added
significantly to the workloads of the staff who assisted the steering committee. We had identified a gifted staff
writer to edit the final draft, and he deserves much credit for the readability of the final product. However, we
complicated his task by bringing him into the process too early, when some chapters were still in rough form.

Publicizing the Accreditation Process

KU is a public university with a strong tradition of faculty. student, and staff involvement in institutional
governance and is accustomed to close scrutiny. We began to publicize the self-study and accreditation process
as soon as the steering committee had been appointed. The steering committee and the writing committees
included members from many parts of the university, and they periodically informed tLeir constituencies of our
progress. Periodic news releases and articles in the biweekly publication for faculty and staff providedupdates
to the larger community. Governance groups as well as administrative offices were invited to comment on the
final draft of the self-study and several copies were placed on reserve in the University Libraries. The final Self-
Study Report was distributed widely across campus and administrators were asked to make copies available to
faculty and staff in their units. Again, copies were placed in the libraries.
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Schedules and other materials about the site visit were distributed to participants. and open forums provided an
opportunity for members of the faculty, staff, and students to meet with team members. When the team report
had been finalized and our reaccreditation for a ten-year period had been formally approved by the NCA, we
sent copies of the report to the Board of Regents and administrative offices, put copies on reserve in the libraries,
prepared a five-page summary that the Chancellor transmitted to university administrators and governance
leaders, and issued a press release.

Despite our ongoing efforts to communicate about the accreditation process, there are probably many members
of the university community who remained blissfully unaware of it. We believe, nonetheless, that the open
approach we adopted served us well.

Preparing for the Site Visit

We are convinced that thorough preparation cor the site visit is as important to the outcome as the earlier process
of crafting the self-study document. Planning for the team visit should begin as soon as the NCA office begins
to put the team together. The NCA staff contact should be encouraged to suggest the name of the potential chair
as early as possible, and preferably five or six months ahead of the visit. We had anticipated that the chair would
be a senior administrator from a large public institution like ours. However, the NCA suggested an executive
vice president from a private institution who had extensive experience in accreditation reviews and who came
highly recommended. We concurred, and to our good fortune. His breadth of experience, and the fact that he
knew every part of a university (since all reported to him at his home institution), allowed him to deal
knowledgeably with every issue and to use team members effectively and judiciously.

The role that the team chair plays in the success of the process and the visit can hardly be overestimated. He or
she arranges the schedule, determining which team members will have responsibility for evaluating various
sectors of the university. The chair also makes the writing assignments for team members and has major
responsibility for the final report. In general, we believe it is important for a research institution to have as team
chair someone with broad administrative experience.

At an institution of our size, which requires a team of fourteen, it is very important to have NCA identify
prospective team members as soon as possible. We listed several areas in which we felt that it was important
to have representation: professional schools that had not recently undergone specialized accreditations, areas
of particular emphasis within our University. key administrative sectors. We expressed a preference for
experienced senior administrators.

Once NCA has suggested prospective consultant-evaluators, it is important to review the list quickly in order
to make sure that no conflicts of interest exist, and to signal approval or requests for changes immediately so
that NCA can give the team members sufficient advance notice. We know that several experienced CE's were
unable to participate in our site visit because of prior commitments. It can be difficult for NCA to assemble a
team as large and diverse as ours. As time passed, our NCA staff liaison asked us to suggest possible team
members or institutions with strength in particular areas and used our suggestions to complete the team.

We strongly recommend that the team chair be invited to visit the campus six to eight weeks prior to the team
visit. The visit provides an opportunity for the chair to inspect all the facilities that will be used. to make
suggestions about additions or changes, and to meet with the steering committee chair and key staff to develop
a first draft of the schedule for the visit. That meeting should include the secretarial or administrative staff
member( s ) who will serve as the team's principal support staff during the visit and will be responsible for
logistical arrangements.

Following the chair's campus visit, the schedule can be refined to include appointments of individual team
members with administrators, faculty. staff, students, and others. In the weeks preceding the site visit, drafts can
be faxed back and forth between the team chair and the steering committee chair. The schedule is the team chair's
prerogative, but we found our chair was most grateful for suggestions. At a large university, it is helpful to have
the schedule largely in place. with appointments confirmed, by the time the team arrives. Campus personnel
(especially deans' secretaries) need to be alerted well in advance so that they can hold calendars open for team
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members' visits. During their two and one-half day visit to our campus, team members met with more than 250
people. Clearly, support staff play a critical role in planning and executing a schedule that is so complex. It is

helpful for both team members and university representatives to have information about the people they will
be meeting. We used the vitae provided by NCA to prepare one-page resumes on each team member and shared
these with university colleagues. We also provided team members with a comprehensive list of university
people involved in the visit, including names, titles, office locations, and phone numbers.

Setting up the resource room( s) for the evaluation team deserves careful attention. Ideally, there should be two:
one on campus for u4e during the day and another in the team's hotel for evening use. Duplicating the principal
exhibits for the hotel resource room would avoid having to cart materials back and forth (as we did on one
occasion). AI! materials should be labeled and filed with care, and the support staff members assigned to work
with the team should be familiar with the system. We used the term "appendix" for information included in the
self-study document itself; "exhibit" for materials cited specifically in the document but placed in the resource
room (these included reports, manuals, handbooks, policy documents, etc.); and "auxiliary exhibit" for other
materials placed in the resource room (including degree inventories, state statutes, financial reports and
legislative requests, basic institutional data, catalogues, timetables). The resource room also included accredi-
tation reports and publications for individual schools and units.

We installed several computers in our resource room and several more in the hotel; DOS Word Perfect was
available on 1BM-compatible machines, and Microsoft Word on Macintosh computers. However, many team
members brought their own laptops and we might have saved some installation time if we had surveyed each
member in advance to determine computing needs.

Having participated in developing the schedule, we knew that team members would be extremely busy during
their stay with us. One of our goals, therefore, was to ensure that transportation, lodging, and hospitality
arrangements were as convenient and comfortable as possible. We asked team members to provide advance
information about special dietary or otl ,er needs. Airport pickup should be carefully planned, with no fnore than
two or three members picked up by one host (to avoid delays for a whole group when oneplane is late). We asked
members of the steering committee and other senior administrators and faculty to volunteer for these
assignments because they are knowledgeable about the university and the accreditation process and would be

able to answer team members' questions. Team members who arrived by car received campus and community

maps and detailed directions.

Hotel accommodations should be as good, and as close to campus, as possible. Cars and drivers must be

available to escort team members to and from campus. Our campus is large and, being sited on a hill, has
somewhat confusing topography. Faculty and staff members were asked to escort team members from one
appointment to another. Although some team members preferred to be on their own, most appreciated their
guides, especially on the first day. We also found it is useful to have additional staff or faculty "on call" to deal

with unexpected hitches and emergencies.

Finally, flexibility is important. No matter how carefully you have planned, you are likely to have some
surprisesplane delays. unexpected requests for data that no one on the steering committee had thought would

be of interest. Meet such requests gracefully and expeditiously, even if they are baffling. And don't
underestimate the people factor. We were shameless in our efforts to recruit as support staff anduniversity hosts
colleagues who have strong interpersonal skills and positive attitudes, are good at their work, and are familiar
with the University. We included faculty, administrative assistants, writers, secretaries, deans and associate
deans, and students. In our view, these informal contacts played an important role in communicating our
institutional values and goals.

Moving Towards Continued Accreditation and Preparing for the Next Cycle

Our site visit was in mid-October of 1994. By November, the University had the team's thorough and thoughtful

draft report. We attribute the rapid turnaround to the excellent leadership of our team chair and the sound work

ethic of tcam members. Despite the complexity of our institution, the report contained very few errors of fact,

so the university was able to complete its review of the draft and provide a response in December. NCA

207



Chapter IX. From Self-Study to Site Visit: Case Studies / 217

forwarded the final report to us in January 1995, with the option of selecting either a Readers' Panel or a Review
Committee as the next step in the review process. As we had no significant differences with the content of the
final report, we chose the Readers' Panel. On February 28, 1995, NCA wrote to inform the Chancellor that the
commission had acted to continue the university's accreditation and to schedule the next comprehensive
evaluation in ten years.

Having received formal notice of continued accreditation, we communicated the outcome through the processes
described above (distribution of the final report, a summary of the report, and news releases). In forwarding the
summary to members of the university community, the Chancellor spoke with pride about the obvious strengths
of the university and asked that special attention be given to the areas of concern cited by the evaluation team,
as the institution will be called upon to provide evidence of progress in those areas when it next faces
reaccreditation.

We know that the ten years between accreditation seem to pass very quickly. However, given the pressures that
higher education faces today, it is possible that our institution, and the constituencies we serve, will change
significantly during the next decade. In the current educational climate, it will be a real challenge to build upon
the strengths and to address the areas of concern cited in the 1994 report.

Andrew P. Debicki is Vice ChancellorPr Research. Graduate Studies, and Public Service at the University Qf
Kansas, Lawrence, KS.

Jeannette A. Johnson is Assistant to the Executive Vice Chancellor at the University of Kansas. Lawrence, KS.
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Keeping the Self-Study On Track
Philip J. Brookes

Anyone concerned with keeping an institutional self-study on track plainly must believe there are reasons to fear
its derailment. And, indeed, if my experience with two ten-year comprehensive reviews and two focused
reviews is typical, such concerns are realistic. They are borne out, moreover, by the experiences of other Self-
Study Coordinators I have knownsome at institutions similar to mine and others at very different places.

Of course, few of us, at any institution, intend or zven imagine at the outset that the slings and arrows of
outrageous misfortune will so beset us. At the time when we proudly unveil our Self-Study Plans, when our
Presidents and Chancellors first announce their undying support for these grand designs, and when every part
of the work in prospect appears logical, csential. and well-integrated with all the others, then does the path from
Kansas to Oz indeed seem a Yellow Brick Road.

What, then. happens along the way that, like the Wicked Witch of the West. jeopardizes the promised
exhilaration of our journey and threatens to leave the highway behind us strewn with discarded drafts, crumpled
coffee cups, and empty Tylenol bottles? What are the major disrupters of the tasks and timetables at hand, and
how can they be managed?

In nightmarish exaggeration (although they may not seem misproportioned at the time), the following ten
calamities may befall you.

1. The Chief Executive Officer, usually high-viz to a fault, seems, for the purposes of this project,
to become invisible.

He (or she) intends to remain fully supportive, and almost certainly is, but as other pressures and
constituencies assert themselves, an absence of demonstrable CEO involvement in the self-study while other
activities publicly claim that attention may create the perception of a special form of lip-service commitment.
Increasingly, you feel like you are being kissed over the phone: the original intention may have been good,
but meaningful contact just isn't there.

2. Members of the Steering Committee seem to lose momentum.

They may not intend to, but in truth they all have other work to do, andoften at the most critical times
these other responsibilities arise to claim priority. People grow slow to answer thc mail. You hold meetings.
but fewer and fewer members are able to attend. Among those who do show up. enthusiasm seems to flag.
You consider rereading The Godfather in search of underhanded ways of enforcing cooperation.

3. The campus population at large seems to lose interest.

Here again, no one intends negligence in the face of an important undertaking, 'out the nature of accreditation
reviews usually is that a minority of people appointed as a relatively small group inevitably do most of the
work because, quite simply, a whole campus cannot serve as a Steering Committee. Consequently, although
their support may at first be significant, the interest of the many may wane over time. You begin to feel that.
if self-studies were baseball teams, yours would be the Astros.

4. The Self-Study drafts are enough to give you chills.

Text submitted from all over the institution exhibits wildly differing prose styles, a dozen different formats,
and a half-dozen different word processors. each with its own manner of graphics and other mechanics. Key
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sections of the draft are incomplete, and so, once assembled, are seriously out of balance. Some clearly.
important institutional concerns are glazed over by the campus Pollyannas, while problems of marginal
significance are reported by others in Chicken Little rhetoric. Worst of all, much of the writing is less than
polished, and some is less than literate. Some parts may be little more than an outline, and some others should
have been.

5. Members of the Steering Committee, and their subordinate authors, use the self-study for
therapy.

You or someone else initially chose them for their surpassing objectivity, intellectual balance, and unfailing
good judgment, but as time passes and their submissions roll in, the human frailties of Steering Committee
members rise to the surface, of course in the form of subjective, imbalanced misjudgments. Every unfulfilled
cause, unresolved issue, or unforgiven slight since the last self-study was conducted threatens to contaminate
the text for which you are ultimately responsible.

6. Your colleagues turn on you.

Although you became Self-Study Coordinator with the highest of motives, not all of your co-workers
recognize your noblesse. Some see you as having sold out to the bureaucrats, others suspect you of self-
interested bootlicking, while still others believe simply that you have lost your mind. Especially if you are
a teaching faculty member, you are regarded as having gone over to the other side, wherever that is. In your
colleagues view, at least, it is wherever the grass looks greener.

7. Your boss turns on you.

The demands of professional autonomy disincline faculty to think of themselves as having bosses, and even
administrators claim someone they report to rather than a real boss. But the fact is that almost all of us have
someone a link or two up the food chain who rates our performance, influences our paycheck, or otherwise
abridges our independence. Before these judges, the part-time Self-Study Coordinator is vulnerable for the
hours not spent teaching, researching, and servicing hisiher department as usual, while the full-time
Coordinator at times cannot show enough progress to justify the cushy assignment he/she has temporarily
been favored with.

8. Your family turns on you.

Happiness, George Burns once remarked, is having a large, loving, caring, close-knit family living in another
city. Although well-briefed on the criticality of your Coordinator's role to the continued prosperity of your
institution and to the preservation of rational thought in the western world, the members of your family cling
with Philistine tenacity to priorities of their own. If you are female, your husbandvain about it when
androgyny was fashionablenow cannot find the kitchen, the vacuum cleaner, or the supermarket. If you
are male, your wifeusually devoted to the latest in exercise ragesrefuses to admit the health benefits of
mowing grass or shoveling snow, depending on the season. Your teenagers suddenly have inherited all these
myopiae and others, while redefining TV prime-time as any time you need to concentrate and reinventing
background music at volumes Beethoven in his dotage could have heard.

9. You turn on yourself.

With cumulative weight, these hitherto unimagined insults pile on you, and on no other. It is all your fault;
it must be. Suddenly you know the runningness of the long-distance loner: you would flee if you could, but
Huck Finn's frontier, as Holden Caulfield found out, is closed, and there is no where to go.

10. Even the calendar becomes your enemy.

The time you carefully apportioned for each phase of the project turns out to be insufficient. Holidays, new
and unanticipated projects clamoring for attention, and a host of other interruptions professional and personal
all squeeze the perfectly reasonable schedule you laid out months ago into a parody of itself. You begin
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fantasizing about extensions and postponements of your Team's scheduled visit, but the die is cast. And in
your private psychodrama of the moment, the cast, you tear, has died. At the very least you are trapped, yet
you must do something. But what'?

Fortunately, all these problems, daunting as they seem in the aggregate, are at base human in origin. Realizing
this, you recall Sartre's bitter observation tha "Hell is other people." But more optimistically, you recognize
that such problems may also, of their very nature, submit to human solution. At least they may be approached
in that spirit. Here, then, are six suggestions that distribute over these hazards, have worked before, and will work
again. Some of them require a little anticipation, but most may also be put to work even when the self-study is
well under way.

1. Capture the CEO.

This measure is not as difficult as it sounds, since the capturing can be done in print, on tape, or both. Early
in the self-study project, script for the institution's top leadership a clear, concise, forceful, and inspiring
statement of the importance of the self-study and circulate it as broadly as possible using all the media at your
disposal. Publish and republish substantial parts of that message from time to time throughout the project.
To some extent, there is nothing like visible, audible support from the top, and once the CEO s commitment
has been secured, you can recreate the fact and the appearance of it as needed, even if the speaker is halfway
around the world at the time.

2. Keep Steering Committee meetings short and well-focused.

Provide a specific agenda in advance. When possible, hold subcommittee meetings instead. In any case,
publish brief, informal minutes of your meetings to keep everyone synchronized, especially those absent
from the last get together. Often it is better to hold two separate one-hour meetings, tightly focused and
efficient, than one two-hour meeting more diffuse and perhaps less productive. Integrate these meetings into
the overall timetable for the self-study, and publish a schedule of future meetings to help attendees work their
calendars accordingly. Pat everyone on the back publicly and often. The whole idea is to recognize and
accommodate, rather than to contest, the fact of everyone s busy scheduies. Doing so turns a committee into
a team.

3. Publicize your progress.

The best way to keep the rest of the institution from losing interest in their own self-study is to keep it in front
of them. Many tools for doing this are already at hand or easily could be: the campus newspaper and perhaps
radio station; faculty senate minutes; alumni organization publications; articles in the local press and other
media; administration bulletins to faculty, staff, and others; and even a periodic newsletter created especially
to sustain attention to the self-study. From time to time, visit key constituencies at their meetings and, as an
agenda item, brief them on the Steering Committee's recent and upcoming activities. If your campus is small
enough, hold regular convocations to update everyone on the status of the project, encouraging but not
requiring attendance. When working in print, quote judiciously from the CEO's statement of commitment
and from others who have lent important support. When using other media, use video and audio tape as
appropriate.

4. Deal realistically with the self-study drafts.

Begin by lowering your expectations a little at the start: of course earl y submissions will be imperfectthat
is why we have later drafts. Therefore, anticipate considerable rewriting and provide time in the calendar to
do it. Follow up by making specific provisions to minimize inevitable problems. Establish a clear and simple
format for the entire text and, as an example of what you expect, publish the Self-Study Plan and other
materials consistently in that format, complete with required margins, graphics, pagination, and other details.
Select for the Self-Study Report the most popular and versatile word processor already in use at your
institution and, as far as possible, require everyone to use it. If you can, provide this software to units not
already using it. Encourage all units to employ their acknowledged better writers on their poroons of the draft,
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and plan to have one or two really superior writers go over the whole thing in its late stages to make it read
with one voice. When at last you have a coherent, readable draft, place several loose-leafed copies in the
library for a month, along with a simple critique form, and encourage everyone on campus to review it and
offer suggestions for improvement. Finally, if you can, assign a professional editor to clean up the final draft
in all the little ways ordinary good writers still tend not to notice. You may have one or more of these usually
underappreciated people somewhere on your campus who would be elated to have such notice taken of their
skills. Make arrangements for publication early, including time for adjustment as needed, and meet your
deadline. Expect a few flaws to escape everyone's attention, for some will, and be satisfied that your product
is good enough, because it probably will be.

5. Harness the energies of those not directly involved in the self-study.

Whether your colleagues, your boss, or your family, all of those with competing priorities really do
understand that your responsibilities are important. As opportunities permit, provide them with ways to
channel their energies into helping you. The office mate or comrade down the hall who is adept at computers,
statistics, or text editing has something to offer, and collecting even a few such contributions from many
different sources quickly adds up to a lot of assistance that people usually are pleased to give. Similarly, the
boss who has resources to commit but, unencouraged, might not think to do so may provide just the money,
the hardware, or the influence you need at some critical juncture in your work. Even families, who rightly
lay claim to your time and attention, can offer aid you might not expect. Unanticipated gifts include the
subtlety and finesse of the spouse with an acute, outsider editorial ear and the computer sophistication of
some teenagers. Given the chance, those who love you most will often want most to be part of the solution,
not part of the problem. Find ways to let them.

6. Have faith in yourself, your Self-Study Plan, and your calendar.

Remember that you were appointed Self-Study Coordinator because the experienced people around you
believed that you could fill the position successfully. No one chose you expecting or intending that you or
the project would fail. Although you will struggle from time to time to keep up with the work and the calendar,
there also will be times when the same imperfect foresight allows you to catch up. In the end you probably
will complete the work required on schedule, if only just barely.

In the end, if you implement even a few of the steps suggested here and elsrvhere, including those you invent
yourself, if you rely on the good people who are committed as you are, and if you follow through with
determination, you will find at the end of the road, whether of Yellow Brick or some less noble cobbling, not
bluebirds over rainbows, perhaps, but successful collaboration in an undertaking crucial to the well-being of
your institution. You may even do so well that they ask you to do it again!

Philip J. Brookes serves as Director qf Graduate Degree Program, US Army Command and General Staff
College, Fort Leavenworth, KS.
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Twelve-Part Process for the
Self-Study Coordinator

Darrell Zoch

In January of 1992. I was summoned to our President's office early on a Monday morning. Upon arriving, I was

informed that I was being appointed as the Self-Study Coordinator and final writer in preparation for a
comprehensive visit in the fall of 1994. At that time, the assignment seemed somewhat intimidating. However,
it was comforting to note that the culmination of this effort-the team visit-was some 34 months into the future!
With that much lead time it seemed that all things were possible, so I accepted the assignment enthusiastically.

A speaker at the 1992 NCA annual meeting said, "The most important thing your president can do for you as

a coordinator is provide you with adequate lead time." Those words were comforting and well recei ved because

we were looking at a team visit almost three years into the future. In retrospect, that statement proved to be
emphatically correct. We utilized each and every one of those 34 months in preparation for a successful team
visit in October of 1994. The team visit culminated in the scheduling of the next comprehensive evaluation in

ten years.

It is out of that three-year experience that I have developed a 12-part process for the Self-Study Coordinator.

In sharing it, I hope that it will in some small way contribute to your preparation and understanding as you
prepare to embark upon what can truly become one of the most challenging and gratifying ventures of a lifetime!

1. Becoming the Newly Appointed Coordinator

As a newly appointed coordinator, you will have an important first question: Why me? It is essential that you

take the time to reflect seriously on this question. be assured that you were not selected at random.The NCA

accreditation or reaccreditation process is crucial, and the position of coordinator is fundamental to the
successful outcome of that process. The probability is high that you were chosen because you have

demonstrated management skills, including planning, organizing, leading, and controlling. Each of those

components will be brought to bear as you begin to move through a two-year-plus odyssey of great

importance to your institution and to you.

You will probably be expected to continue all or almost all the duties of your current assignment in addition

to that of functioning as the Self-Study Coordinator. Your sense of overload during this period is a virtual

certainty. To prevail and succeed as you moe through this long journey-and you will-you must give

additional attention to your ongoing state of physical and emotional readiness.

Contain stress levels immediately by beginning the process. Following the appointment, you will be tempted
to procrastinate because the team visit seems so distant. Rather than falling prey to those thoughts take
immediate steps to begin your journey. Assemble your own personal library of NCA materials, including

the NCA Handbook of Accreditation. Also, assemble copies of all previous NCA team reports. This should
include not only comprehensive visits but also information relative to any focused visits or reports.Become

intimately familiar with each and _very one of them. They will literally become your roadway to success.

2. Laying the Cornerstone of the Self-Study

Three elements provide the all-important cornerstones upon which your self-study will build.These are the

following:

The institutional mission statement
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The institutional strategic plan

The institutional assessment plan

The institutional mission statement defines an institution's very reason for existence. The institutional
strategic plan identifies what types of strategies the institution plans to utilize in accomplishing organiza-
tional objectives consistent with the mission statement. The institutional assessment plan is the control
component.

3. Building Alliances and Internal Support

You are embarking upon a journey in which you cannot prevail alone. You must begin to build alliances and
internal support immediately. In preparing to do so, you must give consideration to each of the following:

Your president

Your supervisor

Your subordinates

Your peers

Your president is an influential and visible resource. Therefore, it becomes inordinately important that you
immediately begin to build an appropriate alliance with that individual. More than any other single person
in the organization, the president can serve as a powerful facilitator for the entire process. Our president made
the comment very early in the process that the NCA Self-Stu:y, "Will launch the College into the 21st
Century.- That statement underscored, for all, the importance of the project and his commitment to it. It .
would serve later as a source of encouragement and motivation as well as an overall point of reference.

Spend time with all the people in each of the above categories at an early date. Share with each your
expectations, your plans, your concerns, and your need for their support. They will respect you for seeking
them out.

4. Initiating Some Preliminary Activities

One of the challenges for the new coordinator is to develop a sense of "immediacy" because of the seemingly
distant date for the team visit. One recommendation is to utilize the critical path method in developing a
timetable of activities. Some "cushion- must be built into the timetable to accommodate the unforeseen. An
additional early step is that of building awareness and visibility for the process, including the self-study, the
team visit, resulting accreditation decisions, and their importance to the institution. For the process to be
successful, all employees at the institution must begin to develop a knowledge of and appreciation for the
total process. Furthermore, many of them must become not only knowledgeable but actively involved in
some facet of the self-study.

An "external expert" can be very effective at an early date in building awareness and a sense of significance
in the minds of all employees. An NCA staff member, an NCA evaluator, or someone from a similar
institution of higher education can be invaluable in delivering and reinforcing this message.

A budget must also be established at an early date. Consideration must be given to the cost of attending the
NCA Annual Meeting by you and other members of the institution, other travel and training expenses,
materials and supplies, etc.

5. Building a Committee System that Works

The journey you have embarked upon cannot be traveled alone. Your success will not be a product of your
individual efforts. Rather it will be a product of multiple teams or committees that you must now begin to
assemble. Every player on every team or committee is vital. The project success is going to be a product of
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the readiness level of each of the team players. Readiness as used here defines a person that has the training,
experience, and willingness to play an active role as a committee member. Remember that your committee
members are your most important assets. At the same time, you must also remember that almost all or all
of your committee members are volunteers. Their priorities, their level of commitment, and their sense of
timeliness may not parallel yours. Respect their perspectives and how they may differ from yours. At times
you will need to draw upon the virtue of patience.

Positioning yourself appropriately to work effectively with your committees and subcommittees is an
important step. Give careful consideration to the management and leadership styles that you are most
comfortable with and that are most appropriate to this project. You must establish yourself in a leadership
role while at the same time demonstrating a management style that is highly participatory. This means that
you must be prepared to delegate extensively. Successful delegation includes the sharing of relatively equal
amounts of authority and responsibility with the various team members while at the same time retaining

accountability for the project by you.

The steering committee undergirds the entire process. You must give particular consideration to the
representation, expertise, numbers, and readiness of each of the participants.

You will probably want to establish an assessment committee. The makeup and the role of the assessment
committee is going to be heavily influenced by the status of your current assessment plan.

In addition to the above two committees, you need to establish a number of subcommittees. You may
consider establishing a subcommittee to address each of the key areas of the self-study once the outline of
the self-study is complete.

6. Making It Happen

You must continually build and reinforce commitment to the self-study project. A comprehensive kickoff
can be very effective in the beginning of this process. if possible, the kickoff should include all employees

of the college.

This is also an excellent time to reinforce the significance of NCA accreditation and the importance that the

self-study and the upcoming site visit will play in that process. In addition, this is an excellent time to
publicize the timetable and to seek additional participation in the process.

7. Expanding Awareness, Support, and Participation Throughout the Institution

As coordinator for the self-study, you have one initial responsibility: that of maintaining ongoing
communication. To fulfill this responsibility appropriately, you must provide regular "updates" to your
president, the board of trustees, the college cabinet, employees of the college. advisory committee members,

and groups external to the college.

8. Establishing the Format for the Self-Study Report and the Appendix at an Early Date

As a minimum, you must carefully address five components as a part of the format for your Self-Study

Report. They are the following:

The introduction

The 24 GIR's

The responses to previous visits

The live Criteria for Accreditation

Appropriate materials for the appendix
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Now is the time to draw upon your knowledge of the reports that you have reviewed as a part of the Annual
Meeting as well as to draw upon the input of your various committee members. The important thing is that
format be discussed anti considered very carefully and that the decision be reached through discussion by
and the support of the steering committee.

9. Assembling the Final Draft of the Self-Study

You should co ,ider esuthlishing a "final-filter" committee. The primary function of the finalater
committee is to review and scrutinize the drafts orall materials coming front the various subcommittees. The
members of the final-filter committee require a comprehensive view of the entire college. With this
background they are in a position to examine/evaluate materials with a view to omissions or errors of fact.
This is a critical step. and it is the limit opportunity to review materials before passing them along to the final
writer.

The final writer has the responsibility for preparing the final grammatically and factually correct draft of the
report. Oh l. iously this V: riter must he a person who has the background to write correctly, accurately, and
effectively.

Publishing and distributing of the report is an imp, tant step. One decision is that of publishing in-house or
externally. Keep in mind that you are seeking a final document that is professional in every respect. including
clarity and crispness of print. iiraphs. illustrations. etc. If you have the capacity to deliver that quality in-
house. the issue is solved. if not, look quickly' to outside vendors.

Do give careful coasideration to the total quantity of the report to be published. Determine distribution
requirements on campus. to the board of trustees, to other outside groups. and to the NC A.

10. Preparing for and Coordinating the Site Visit

The selection and equipping of a team work center is an integral part of team-visit pp.paration. The work
center should be selected with a view toward its convenience for team members. It should provide adequate
work space together with ade.luate computer, word processing, and telephone support. Secretarial support
should also be available throughout the visit. The work center should be the information center for the team
during their visit. As such, it should contain all the various support materials that have been assembled in
anticipation of the team visit. Those materials should be of a magnitude so as to provide the preponderance
of information that they' need to access during their visit.

11. Assuring Availability of All Key People Throughout

Availability of key people, reservations, and transportation are all considerations that must be a part of the
planning process for the team visit. Modest gifts such as a fruit basket at the hotel or motel together with a
memento or mementos of the college are very appropriate. Gifts of consequence are inappropriate.

12. PostscriptAfter the Visit

Once the v isit is completed, the results of the visit must be shared punctually and accurately with al:
employees and other interest groups as appropriate. As the coordinator of the self-study, you may or may
not be assigned responsibility in this area. In any event you should follow through to assure that such
distribution of information does take place, including external publicity as appropriate.

In summary, you will prevail, and you will succeed! Remember: you were chosen, in part, because of your
previous successes. Best wishes as you embark upon tlw odyssey of a lifetime!

Darrell Zoch i.s Dean, Northwest Iowa Comnumity College. Sheldon, IA.
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How Did I Get Myself into This?
The Trials and Tribulations
of a Self-Study Coordinator

Robert L. Frey

introduction

I. is not likely that many individuals campaign for the role of Self-Study Coordinator. Some might even accept
the responsibility under pressure from the president or another administrator. Most Self-Study Coordinators are
not even certain it is an experience that should be reflected on their l'esume. Yet the role of Self-Study
Coordinator will be an extremely valuable educational experience, and it will provide a comprehensive picture
of your college or university in a way that no other experience can provide. Furthermore, it will give you an
opportunity to make a unique contribution to your institution and to your own professional development.

Some participants in this workshop will have taken part in previous self-studies. That is probably the best
experience for becoming a coordinator. Nonetheless, it is helpful to talk with other coordinators and to learn
from their experiences, and that is more important if the coordinator has not been a member of a steering
committee, a committee chair, or a member of a committee in an earlier self-study process. This workshop
presentation is based on the experiences of a person who has been the coordinator of three self-studies in three
different institutions and two regional accrediting agencies over a fifteen-year period.

Qualifications of a Self-Study Coordinator

While it is often difficult to determine the precise reasons why an individual is chosen to be a self- study
coordinator, several common strengths or abilities are needed to he a successful coordinator. These include:

organizational skills

decision-iaaking skills

knowledge of the institution

respect of the faculty, administration, and staff

In a small institution the Self-Study Coordinator's relationship with the president is extremely important. Most
presidents will not take an active role in the day-to-day operation of the .,elf-study. Nonetheless, it is important
for the coordinator to determine the president's wishes in this matter as soon as possible after accepting the
position. It is extremely important that the president provide public support for the self-study in several visible
ways. These will be discussed during the workshop. Other items that need to be reviewed with the president

include the:

type of self-study to be conducted

composition of the steering committee

timetable for the self-study (particularly the date of the evaluation team's visit).
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Unless the president directs otherwise, the coordinator must keep the president appraised of the progress of the
study frequently, either by written or oral reports.

First Steps

After being selected coordinator and after an initial visit with the president, the coordinator should be able to
proceed with the first steps in the self-study process. The first step is to secure a copy of the current NCA
Handbook qf Accreditation (currently the 1994-96 version) if you do not already have one. This resource is
essential for any coordinator and will be extremely helpful in all phases of the self-study. The coordinator should
also contact the NCA staff per on who is assigned as the institution's liaison with the NCA early in the process
to ta!k with him or her and to ask them any questions. If the NCA staff liaison is not familiar with your college
or if your self-study experience is limited, a visit to the campus by the staff liaison is essential. In any event,
a visit is advisable for reasons mentioned below.

Another early decision, the type of study to be conducted, is generally a relatively easy decision. If it has been
six to ten years since the last NCA evaluation and if the institution has not undergone a fundamental change in
its mission, a comprehensive evaluation should be the type of self-study selected. The composition of the
steering committee is also an important early step. This usually involves consultation with individuals beyond
the president and will require substantial knowledge of the college culture. During the workshop a number of
options for the size, composition, and role of the steering committee will be examined.

As soon as possible in the process a timeline for the self-study must be constructed. This timeline will be
determined primarily by the date the president wants the NCA to visit the campus. Once this date is determined
by the institution and by the NCA, the timeline can be constrmted backwards from that date. The example
timeline in the Handbook (pp. 115-117) is most helpful. Depending on the stage of the self-study at the
institutions represented by the coordinators in the workshop. implications of various timelines will be
considered.

Finally, it is important to consider how the self-study process should be presented to the entire campus. The
extent to which the faculty, administration, and staff has undergone change since the last self-study is a major
consideration in this step. If' many faculty members have been added since the last self-study, a significant
educational effort will be needed to explain the self-study process. Here is where a visit from the NCA staff
member will provide significant assistance. It is also important that the president join in this presentation to
affirm the importance of the self- study. Since the presentation of the self-study process to the campus
community is an extremely critical step, further specific suggestions will be made regarding this presentation
in the workshop.

Getting Organized

There are many ways to organize the institution for th, self-study process. Key questions that must be answered
in any self-study, however, include:

what committees will he necessary and how will they function in relation to already existing
committees?

if a separate committee structure is deemed necessary, what committees should be created, who should
he appointed to them (what qualifications should they have), and how should they be appointed'?

to what extent should board members, students, alumni, members of the community, and other
constituencies be involved in th.,: self-study process'?

what charge should be given to the committees and how should their progress be monitored'?

how will the steering committee be used in this process?
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A number of alternatives to each of these questions will be explored in the workshop with an assessment of the
strengths and weaknesses of each approach and some examples of how and why specific approaches did or did
not work. Since the answer to these questions depends heavily on the culture of each campus, definitive answers

cannot be expected in this workshop.

Staying on Task

One of the biggest challenges for a coordinator is to make sure the process of data collection and analysis of the
data proceeds according to the timeline. This is made more difficult by the fact that normal institutional business
must continue and most faculty members at smaller institutions will not receive released time for work on the

self-study ( in fact, in some cases the coordinator will receive little or no released time). Once again the
importance of the presentation of the self-study process cannot be underestimated. The college community must
understand the high priority of the self-study during the limited time it takes out of the institution's life.
Community members also need to understand the benefits of the self-study process beyond the renewal of
accreditation. It is the responsibility of the coordinator to make sure these points are communicated effectively
to the college community.

The workshop presentation will include suggestions to keep people "on task.' in the self-study process. It will
also include suggestions about the form in which committees will be asked to submit their reports to the steering
committee and how to use the steering committee in formulating the first draft report. Through this phase the
role of the coordinator is primarily that of a facilitator, coach, and motivator. In performing these roles, however,
it does make a difference whether the coordinator is a faculty member or an administrator. The differences will
aiso he examined in the workshop presentation.

Involving the Entire College

No matter how representative committees are and no matter how hard the coordinator attempts to involve a
broad cross-section of the college community in the self-study process, there will always be some members of
the faculty, staff, or administration who will say "I was left out of the self- study." There are ways to minimize
this type of comment and to gain campus-wide support for the self-study process. This workshop will describe
the "hearings" approach to opening the draft report for college-wide review, discussion, criticism, and
improvement. This approach is most effective at relatively small institutions (less than 300 faculty members)
because it is a labor-intensive method for which adequate plans must be made at the outset of the self-study

process.

The Final Report and Team Visit

Since this workshop is for new coordinators, it is unlikely that the self-study process at their institutions will
get beyond the "hearings" stage during the first year. Nonetheless, the coordinator should have an understanding

of the whole process before starting a self-study. Accordingly, the final part of this workshop will provide a briet
overview of the remaining stages of the self-study process.

organizing and compiling the final report

the tone of the report

the role of the editor

process for selection of the NCA ealuation team

coordinator's responsibilities for the NCA team v i sit

the coordinator' s task after the team visit

final steps in the rev levy process



232 / A Collection of Papers on Self-Study and Institutional Improvement, 1996

It is important that the results of the self-study process and the resultant NCA visit not be "put on a shelf' to be
forgotten until time for the next self-study. If the self-study is to have any lasting impact on the college it is
important that steps be taken to address concerns and suggestions raised in the process. Therefore, the final
comments in the workshop will examine the role of the coordinator after the commission has reaffirmed the
accreditation of the college.

Robert L. Frey is the Vice President for Academic Life. Dean tif the Faculty. and Professor of History, The
University qf Charleston, Charleston. WV.
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Essential Tools
for the Self-Study:

Goals, Organization, and Evaluation
Fero! S. Menzel

The Self-Study Report constitutes the institution's formal request for initial or continued accreditation
(Handbook of Accreditation). On the face of it, the completion of the Self-study Report seems a task clear in
outcome, simple in process, and highly motivating to everyone involved. Institutions are, however, complex
human organizations consisting of busy people, the occasional conflict over goals, and a degree of myopia
regarding the evaluation of the work of the institution. The Self-Study Coordinator is charged with the
responsibility of marshaling the forces and people of the academic community to complete a self-study that
meets the needs of the institution, evaluates the work of the college or university, and is completed on time.
Grand View College has, over the last two decades, successfully completed two Self-Study Reports. From this
experience and my experience as a consultant-evaluator, I believe there are three tools essential for the
successful completion of the Self-Study Report: goals, organization , and evaluation.

Writing Goals for the Self-Study

Although the Self-Study Report is used to demonstrate that an institution meets the Criteria for Accreditation
and the General Institutional Requirements, it is also an excellent vehicle for accomplishing other institution-
wide goals. Grand View College used tht. self-study process to evaluate the success of its strategic plan, refine
the strategic planning process, and launch a new strategic plan based upon the strengths and needs identified
during the self-study. Although the strategic plan was reviewed annually, the self-study gave everyone at the
college an opportunity to assess the success of the comprehensive development priorities and establish new
institution-wide goals. In adaition, the College wanted to revise the ongoing planning process to better integrate
budgeting, planning, and program assessment and review. One committee was assigned the task of looking back
at the planning process and developing a new system for better integration of what had been disparate parts of
the process. The Grand View College self-study goals were:

1. To continue accreditation with the North Central Association of Colleges and Schools by demonstrating
through the self-study process that the College meets the General Institutional Requirements and the
Criteria for Accreditation.

2. To evaluate the success of the 1991-1994 Strategic Plan and develop comprehensive development
priorities for 1995-1999.

3. To initiate the implementation of the assessment of academic achievement as outlined in the Draft
Assessment Plan approved by the faculty in April, 1993.

4. To determine a way to integrate into one system the currently separate processes of Institutional
Planning and Budgeting, Academic Department Review, and Assessment of Academic Achievement.

Other institutions have used the self-study process to revise mission (allow extra time if this is the case). improve
resource development, evaluate specific majors, and launch the assessment of academic achievement. The goals
selected are extremely important and will allow the institution to focus time and energy on mutually agreed upon
activities that will move the institution forward.
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Organizing the Self-Study Process

Sustaining the self-study process over a period of approximately two years requires presidential support and
leadership resources, such as time and computer support; institutional research; secretarial support; and,
finally, organization. Having a clear road map of the steps to be completed, the resources necessary, the people
needed to complete the work, and an outline of the self-study will make the two-year process go more smoothly.

Develop a two-year schedule. First, it is important to develop a two-year schedule that can be provided
to the entire academic community. This schedule includes committee meetings and deadlines, and
editing and publishing deadlines. Specific dates and times will assist the Self-Study Coordinator to keep
people on task. This schedule can be developed based upon the sample timeline provided in the
Handbook of Accreditation. If the institution organizes a new set of committees to conduct the self-
study, some consideration should be given to reducing major institutional responsibilities for the people
most involved in the self-study. This may involve delaying a new initiative for a semester until the data
gathering and analysis are complete.

Establish a resource room. Prior to the self-study, a resource room was organized at Grand View
College that contained many of the documents faculty and staff would need for analysis. Bylaws, state
accreditation reports, surveys conducted over the past ten years, previous self-study reports, planning
documents, academic program reviews, college publications, minutes from committees, and other
documents were cataloged and assembled during the summer prior to the self-study kick-off. In
addition, a list was compiled of offices. people, and the type of information they could provide should
committee members need to go beyond the resource room. This reduced the time spent seeking
information that would serve as the basis for analysis.

Select committees. Organizing the Steering Committee and the chapter committees is also an important
task. The Steering Committee should include individuals who have an understanding of the institution,
its mission, and its challenges. Committee members must he dependable when it comes to meeting
deadlines and have some skill in getting people to complete a task they know very little about. At Grand
View College chapter committees were established using both faculty and administrative staff from
different departments and divisions. Although individuals were not always knowledgeable about their
specific assignment, this approach gave people an opportunity to see the institution from a new
perspective and work with individuals not encountered on a daily basis. Developing these work groups
is entirely up to the institution and should be based on institutional needs. However, getting the best
people in leadership positions will assist the Self-Study Coordinator to keep the process moving
forward.

Develop an outline. Providing an outline for the self-study is also helpful even though the outline may
be modified as the Steering Committee develops the report. It is especially important to determine where
in the self-study the major goals will be addressed. For example, the integration of the planning process
(Goal Four) was addressed in the Grand View College Self-Study in the same chapter as Criterion Four:
"the institution can continue to accomplish its purposes and strengthen its educational effectiveness."
Once the goals for the self-study are established, time can be saved by presenting an outline to the
Steering Committee based upon the Handbook for Accreditation.

Writing an Evaluative Self-Study Report

Each institution in the North Central Region has a unique mission and set of purposes consistent with its mission
(Criterion One ). "The Commission's accreditation processes measure an institution against its specifically
stated purposes" (Handbook of Accreditation). It is important that everyone who works on the self-study
understand the purposes of the institution and how to establish patterns of evidence related to these purposes.

Assume for the moment that your institution has the following educational purpose: communicate effect is ely
through listening. speaking. and writing. Relatis e to Criterion Two, the institution must demonstrate that
human. financial, and physical resources have been effectively organized to accomplish this purpose. For
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example, are there sufficient academic resources such as learning resource centers, computers, and library
resources to assist students in accomplishing this purpose? Sufficiency may be determined by using benchmark
institutions, student opinion surveys, percent of budget devoted to the resources, opportunity throughout the
curriculum to develop these skills, and other measures designed to illustrate that the institution has the resource
to educate students in listening, speaking, and writing. Relative to Criterion Three, the institution must
demonstrate that it is accomplishing its educational and other purposes. Sufficiency for Criterion Three may be
determined through the assessment of academic achievement (improved writing skills at graduation), demon-
strated ability to speak in public based upon predetermined criteria, students' self-evaluation of writing or
speaking ability.

A description of resources may be a necessary part of the Self-Study Report but description is not sufficient.
Patterns of evidence answer the "so what" question. Having 100,000 volumes in the library does not tell a team
or the institutional planners whether the library has sufficient resources to support listening, writing, and
speaking in general education as well as the major. Having 16 buildings and 37 faculty members, does not tell
a team or other audiences whether the physical facilities are adequate for the purposes of the institution or the
size of the faculty is sufficient to carry out the purposes of the institution. Facilitating this process may be done
by including description and evaluation in each section of the outline of the self-study. The temptation to rely
on description is understandable, but the Self-Study Coordinator must resist writing a descriptive document in
order to guide the team toward an evaluative self-study.

These three toolsgoals, organization, and evaluationwill not only help the institution complete a successful
Self-Study Report, but will assist the institution in completing a critical analysis of its strengths and needs. This
ctitical analysis can and should contribute to the ongoing planning process of the institution resulting in each
institution successfully carrying out its mission and purposes.

Fero! S. Menzel is Assistant to the President and Professor of PSvehology , Grand View College, Des Moines,
IA. 4
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Practical Planning Procedures for
New Self-Study Coordinators

Richard D. Brauhn

I assumed my position as Dean of the College of Arts and Sciences at Dickinson State University (North Dakota)
on July 1, 1991. Approximately two weeks later, 1 was asked by our President if I would be the coordinator for
preparing the self-study that was part the University's reaccreditation request slated for the spring of 1995.
Fortunately, I had served as a Self-Study Coordinator at another NCA institution albeit some years prior to my
coming to DSU. And, because the self-study was not due for completion until December of 1994 with the
campus visit occurring in March 1995, 1 thought 1 would have time on my side. So. I blithely accepted the
coordinator's task and assured myself that all would be well in the end. Indeed, we did complete our self-study
on time, the campus visit went well, and DSU was granted continued accreditation with the next comprehensive
evaluation in ten years. But, if I had to attribute the success of our reaccreditation to one single factor, I would
immediately point to our selPstudy plan that was a goal and task oriented outline within time parameters that
allowed the University to complete the reaccreditation process without last-minute, desperate attempts to put
"something" together. The Self-Study Report was the crowning achievement of our reaccreditation process and
received many compliments from our evaluation team and from sister institutions throughout North Dakota. The
following is explanation why I think planning is all-important for Self-Study Coordinators. And for new "first-
ti me" coordinators, the "plan" lets you determine (and answer) the "who, what, and when" questions involved
in putting together this lynch-pin of reaccreditation.

Who Needs A Plan?

E Coordinator Needs

Dickinson State is a small, public, regional university (enrollment of 1,600 with 75 FTE faculty) serving
a broad area of r_ral southwestern North Dakota. The University was granted continued accreditation
and placed in a ten-year cycle by the last evaluation team from North Central in 1985; it has been
accredited since 1928. So, DSU is a school that has a tradition of being an academically sound and well-
managed institution. However, Dickinson State also has a small resource base (financial and othenvise
available to deal with major institutional projects such as reaccreditation and developing a comprehen-
sive self-study. Moreover, the criteria and guidelines had changed dramatically since the University's
last evaluation for continued accreditation; the new criteria, including the assessment component and
Criterion Five dealing with institutional integrity, were totally new to me. Therefore, even though I had
participated in an NCA reaccreditation before, this had taken place ten years previously at a different
institution, and 1 needed "re-education" for the accreditatiOn process. Much of this re-education was
gained through attending NCA workshops for new coordinators, something that 1 highly recommend
for all Self-Study Coordinators. For all the above reasons, I decided early on that in order to maximize
scarce resources, re-educate myself (and the University ) regarding reaccreditation, and develop the self-
study in a meaningful manner that would prepare the institution for the campus visitation in the spring
of 1995, a detailed and careful planning and organizational structure would have to be utilized to carry
the University through the reaccreditation process. Plus, developing a "game-plan" or "strategy of
attack" would also force me, as coordinator, to come to grips with the reality of figuring out how the
self-study would be organized, what information would be included to demonstrate that all of the
Criteria for Accreditation had been met, and how the delegation of responsibilities would be determined.
Finally, a good plan also allows the coordinator to be a pro-active "leader" in determining the flow of
the project rather than reacting to pressures of circumstance that may ultimately detract from the quality
of the self-study.
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Steering Committee Needs

As I began to review the previous self-study for Dickinson State back in 1984-85. I soon discovered that
only a handful of the faculty and administrators who had participated in the process were still employed
at the Universitya situation not uncommon at small institutions. Plus, those that had some knowledge
and experience with the previous reaccreditation had participated only in an ancillary sense and could
not recall how the self-study had been developed. Therefore, I had a slim repository of previous
experience upon which to draw when creating an institutional steering committee. Indeed, when the 18
member steering committee was named. only one other individual had ever participated in creating a
self-study from a "hands-on- perspective. This convinced me even further that the entire process would
have to be well planned with a view toward educating the participants regarding input expectations and,
to avoid anxiety attacks that would either immobilize or result in "scrap-work- that would need to be
completely redone. In this sense, a well-developed plan with clear expectations and achievement goals
laid out over a period of time would serve not only as a road-map t'or final achievement, but also as a
"security blanket- to allay fears of foundering on the rocks and shoals of an unknown voyage, i.e.,
putting together an institutional self-study. So, developing a physical "self-study plan- was purposeful
in order to give direction and support to those who would be doing much of the research and writing of
the self-study.

University Needs

Once developed and agreed upon by-the steering committee, the self-study plan serves as a document
for communicating to the University community (and host community) what the self-study is all about,
what it will contain and what it will not. Many of our faculty and staff had neither experienced an NCA
reaccreditation nor had participated in an institutional self-study. Even though the reaccreditation
process had been discussed at various faculty meetings. the self-study plan served to dispel miscommu-
nication and misperceptions about what kinds of information would be included (or excluded) in the
self-study and who would be developing and compiling the final document. The self-study plan, with
the accompanying abstract, answered many questions and provided direction for developing the self-
study document that carried beyond the steering committee. Once completed, copies of the plan were
given to Department Chairs, Directors, and many faculty and staff; copies were even made available to
students and the general public. Thus, the "self-study- became rightfully perceived as an open and
honest campus-wide attempt to assess the University according to reaccreditation standards and not
.,ome mystery document conceived by administrators for ulterior motives.

The initial question of w hat to include in a self-study plan will be the first important task for coordinators. The
DSU self-study plan became a fairly large document as components were added either through a need for
documentation of direction or as a means of communicating to the rest of the University what the steering
committee was doing in order to achieve its goal. The following lists the sections within the plan in the order
they were included and the rationale for inclusion.

Lii Abstract

This was the first ,.ect ion of the plan, and it was probably the last to be completed as an "add-on- after
the plan was finished. What was crucial about the abstract was that it contained the goals and objectives
of what we as an institution wanted to accomplish through the self-study. For DSU, it became apparent
that the self-study would serve as a record of institutional growth and repository for data that could be
used for future planning efforts. It was here also that we stated a synopsis of the overall plan in terms
of what kinds of data would he gathered and how thcy would be presented. When finished. the abstract
served as a brief explanation and expository of what the self-study was all about and proved to be
effective in communicating this information internally to faculty and staff and also to external
constituents within the community and the state as questions arose regarding the self-study and
reaccreditation in general.
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LII Appointment of Coordinator and Presidential Charge

This short document did nothing more than reiterate what had already been communicated to the
University; I was appointed coordinator and had the full responsibility for creating the self-study with
complete support from the President's office. Although perhaps not necessary, this does serve to remind
the institution that reaccreditation and the self-study are serious and that the entire University needs to
help in the process.

C7 Steering Committee Membership

As coordinator, one of the very first tasks will be to recommend a steering committee for appointment
by the President or other appropriate administrator. The coordinator cannot put together an institutional
self-study through his/her sole efforts. Plus, broad involvement in the creation of the self-study ensures
wider communication throughout the institution with regard to the whole reaccreditation process, a
process that the average faculty/staff person does not understand completely. The inclusion of the
membership list within the planning document served not only to indicate a "group responsibility" for
the task at hand, but also as a contact list for any faculty/staff who had questions or input regarding the
self-study. I chose to have a rather large steering committee of eighteen (18) individuals who were
selected for one of three reasons: 1) to represent constituencies within the University, e.g., Faculty
Senate President; 2) key individuals for data gathering and analysis, e.g., Vice President for Business
Affairs for financial data; and 3) persons with particular skills, i.e., good writers for editing purposes
and numher-crunchers with computer skills.

1:1 Sub-Committee Responsibilities

The next component within the plan was to demonstrate a division of tasks and responsibilities. Rather
than have the entire steering committee work diligently on every aspect of the self-study, I divided the
steering committee into sub-committees with chairs. I graphically illustrated this in an organizational
chart that became part of the plan (see Figure 1). Then, major blocks of narrative response were assigned
to various committees. Each sub-committee was responsible for one of the five self-study criteria with
other aspects of the self-study assigned to srnaller groups or individuals within the larger sub-committee.
This aspect of the plan basically answers the question of "who is respoasible for what." And, if
committee members dropped out for various reasons, the self-study plan served to inform the new
members of the tasks at hand and their roles in the overall project. I found the division of labor/
responsibilities to be very effective, especially after the sub-committees and their chairs agreed to accept
their duties through a participatory process involving the steering committee as a whole.

LI Timeline of Objectives

The next aspect of the self-study plan was a measured response to the inevitable question to the
coordinator by the sub-committee chairs: "when should the narratives be delivered to the coordinator?"
As mentioned above, a timeline of specific objectives established in a flow-chart became essential.
Obviously, not everything could be done simultaneously, nor was it necessary for each component of
the self-study to be submitted at the same time. Plus, some of the narrative response could be written
only after compilation of the most recent and pertinent data, which in some cases was in the spring of
1994, a full two years from the initial planning stage. However, a timeli.ie was needed so sub-
committees and chairs could plan ahead and fit their self-study work into their existing institutional
schedules and responsibilities. I found that committee members were more prone to be positive helpers
if they knew not only what was expected of them but also when it was expected. Moreover, a timeline
serves as a constant reminder that certain aspects of the project are due at certain times and helps to
diminish the procrastination factor that is inevitable in a large project that covers an extended period of
time. The timeline that we developed (see Figut e 2) was not adhered to exactly. But, it did give direction
and expectation for completion of certain phases of the project in a timely fashion that prevented anxiety
and enhanced a sense of accomplishment. Also, more of the project completed before timeline deadlines
obviated a sense of urgency and panic during the last stages of our self-study.
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O Submitting Responses

This brief part of the plan was essential to establish a standard format for delivering narrative responses
to the coordinator and editor for final review. Because our campus is well-equipped with computer
technology, we decided to have all of the self-study written in our institutional computer word
processing format (IBM WordPerfect 5.1) and stored on disks and files for transporting among various
offices. Although I had some disgruntled Macintosh users to placate, this decision facilitated the ease
of putting the whole document together with a single editor doing formatting on a single machine. Also,
the use of computer technology with multiple back-ups precluded losing parts of the self-study or not
being able to find various parts for referral or revision. Unless this reporting format is established early.
the coordinator may have a plethora of dissimilar bits and pieces that prevent an efficient formatting and
editing process during the later stages of completion when the time-element becomes a dominant factor

D Draft Table of Contents

This section of the self-study plan was perhaps the most crucial in the success of our endeavor. A draft
table of contents identified the types of responses, supportive data and documents, and responsible
persons for every aspect of the self-study. This document began with an introduction with profiles of
the institution and service community and proceeded to General Institutional Requirements, Concerns
from the Self-Study, me Five Criteria, a Summary of Strengths and Weaknesses, a Request for
Reaccreditation, and, finally, the Basic Institutional Data forms. The developing of this draft table of
contents involved preliminary research, data gathering, and writing that served several important
purposes. First, the development of the draft forced the sub-committees to make some early decisions
regarding what they wanted to include in their narrative response, the type of supporting data needed,
and how they wanted to formulate their approach. The draft table of contents also indicated an
assignment of tasks within sub-committees as the data gathering, writing, and editing tasks were sub-
divided. Perhaps most important, once created, the entire draft table of contents served as a road-map
and guide for completion of the project. This was not to say that the draft was written in stone and
immutable. Indeed, this aspect of the self-study plan was changed quite a bit from its initial inception
as we found out that certain approaches worked and others did not. The point however, is that the steering
committee and the sub-committees had something to change and alter as they saw their responses
changed and altered due to information from other committees or in light of new institutional data. Plus,
the draft table of contents (which in reality was the prototype of the finished product) provided an overall
plan of attack that everybody was initially comfortable with and, in the long run, saved time and resulted
in better committee responses that enhanced the quality of the self-study.

C1 Appendices List

Because we wanted our self-study to serve as a repository for institutional data and documentation and
because we wanted to support our narrative response with appropriate documentation, the steering
committee decided to compile a separate document of appendices outside of the narrative response. The
compilation of this list within the self-study plan forced the Committee to decide what would be seminal
sources and documentation for their responses. This list was expanded several times before it was
finalized. But, the initial core listing c;id not change and it provided a foundation for the draft responses.

O Exhibit List

This listing included documents too large to be included in an appendix but were deemed to be essential
for reference and review by the evaluation team in an exhibit room. Again, this listing served to provide
a foundation of documents from which data could be gained for writing narratives. And, like the
appendices, the exhibits were expanded and edited as the self-study moved toward completion.
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When

El Time Factor

One of the more compelling reasons for developing a self-study plan is the time-factor involved.
Knowing already in the fall of 1991 that the self-study was due in NCA's Chicago office in December
of 1994 gave many individuals within the University a false sense of security or, at the worst, what I
called the "mailana syndrome"; three years was plenty of time to complete a self-study, we should really
start "tomorrow" if not next month or next year. But, in reality, because the institution was literally
starting from scratch with regard to data collection, analyses, and compiling, time was already running
out by the end of 1991. Plus, because Dickinson State did not have the luxury of assigning the self-study
to its institutional research department or the latitude of shifting work responsibilities or granting
teaching load reductions to steering committee members, the self-study would have to be developed on
top of existing tasks and duties that siphoned away much of the productive time available to work on
the project. Taking this into consideration, three years did not seem long enough when considering all
the other institutional and day-to-day chores that had to be accomplished simultaneously while working
on the self-study.

Development of a self-study plan that included a timeline of goals to be achieved divided the project
into parcels that could be accomplished bit by bit over a relatively long period of time (note
accompanying figure). The sel f-study plan that I developed included a flow chart of objectives indicated
by year and month. This chart provided a physical reminder that certain tasks needed to be accomplished
in sequence if the entire project was to be completed by the deadline in December 1994. Plus, as each
part (goal) was achieved, a measure of success and accomplishment was likewise achieved. In short, this
sense of achievement helped to carry the project through to fruition in a balanced, orderly fashion. And,
as the project progressed, what seemed like an insurmountable task initially became more manageable
if spread out over a time period that seemed acceptable. As the Chinese proverb states, "a journey of a
thousand miles begins with one step"; my corollary would state "after a 1,000 steps, you're that much
closer and soon, there will be no steps left and our journey will be complete." The timeline and goal
achievement flow chart was also necessary to de instrate that we as a University needed to start NOW
in creating the self-study and that the process was a serious institutional project that needed completion.
In all honesty. I built a "fudge-factor" into the timeline to allow for unforeseen problems or delays. But,
for myself as coordinator, it was mentally refreshing at times to know that I actually had a built-in
cushion. However, steering committee members and others throughout the University saw the timeline
as a motivational factor in terms of their participation and input. Also, your committee members and
others on whom you rely on to provide data or help are more like,y to provide positive input if you
indicate when the help is needed. Do not ask the week or day before, so that their own work schedules
are displaced.

Summary

Every NCA institution knows when its self-study is due and when the evaluation visit will take place well in
advance of the actual events occurring. Starting well in advance of due dates (at least three years) will allow
institutions to develop a self-study plan that will help to maximize time and personnel resources. The
development of a plan will help the coordinator to serve as a leader in mobilizing institutional resources. A self-
study plan will also serve as a motivator for action and give committee members a sense of direc ion. From an
involvement and communication aspect, the self-study pian and ibstract serve as powerful vehicles to
communicate to the University faculty and staff just exactly what the self-study is all about and the kinds of
reporting necessary as part of the reaccreditation process. Indeed, the self-study was duplicated and spread
widely throughout the University; a procedure that invited involvement and made the development of the self-
study an open process.

At DSU. we spent probably 17 months in developing a coherent. workable plan to follow in creating the self-
study and, an equal time in actually writing the self-study. But, the actual writing of the narratives was made
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much easier and was accomplished in a more timely fashion because a firm foundation had already been laid
for success in the preceding planning process. Moreover, when I needed help from our NCA staff liaison during
the reaccreditation process. I had a document that I could refer to specifically. Indeed. I requested that our liaison
review the finished self-study plan for suggested alterations in order to help improve the quality of the self-study.
Your NCA staff liaison is an invaluable source of aid, and coordinators should work closely with their liaison
especially when unanswerable questions arise or apparent road-blocks are hit. Again, the self-plan was not
immutable and was changed many times to better fit data or responses. But, the plan provided a focus for our
energy and time and truly proved to be a "road-map" to success. I would urge all new coordinators to use this
planning approach in creating their self-studies. I am sure if you do, you will find the time well-spent and helpful
toward creating a quality self-study in which your institution can take pride.

Appendices

Appendix A: Dickinson State University Self-Study Organization Chart

Appendix B: Dickinson State University Self-Study Timeline and Objectives Flow Chart

Richard D. Brauhn is Dean, College of Arts and Sciences, Dickinson State University, Dickinson, ND.
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Early Planning for
NCA Evaluation:

Start Three Years Before the Visit

Becky Johnson
Terry Zambon

It is likely that most readers of this paper w ill he among those coming up for accreditation review by NCA within

the next three years. Some of you may have participated in a self-study and accreditation review before. Many

of y ou A ill not have done so since this event occurs only once every ten years for a given institution.

Our goal in this presentation/paper is to offer you a roadmap to follow during the planning stages of your

accreditation ieviewlong before the first draft of the report ever surfaces.

In the Initial Stages

Even before you begin to organite y our self-study, you should address several issues that you will need to deal

with. Before starting to organi/e your self-study you should read the last Self-Study Report for your institution.

This w ill give you ideas of what to include in the present self-study. In addition, you need to read the Team

Report from the prey ious NCA evaluation. It will contain points of concern that you must address in the report.

Another issue is funding for the self-study and the evaluation visit. If your institution regularly budgets for

accreditat ion reviews, it would still he wise to check with your budget director and make sure that adequate funds

%.% ill he available for this activity.. Yet another issue that you should address is contacting your institutional
research office regarding the information needed for the Basic Institutional Data forms.

Now is the time to start publiciiing the self-study on campus as well as in the community. Most students and

many faculty and staff members will not he familiar with the accreditation process. One thing that the evaluation

team will be looking for during the Sisit is evidence that the self-study has been an open process involving the

campus community as a whole.

If y ou hav e had prior experience with this process, it will prove valuable in your current accreditation rev iew .

Nes ertheless. details of the process have probably changed since you last worked with it. So now is the time

to rev kw the process you w ill he using this time. You should also take advantage of others on your campus or

%ithin youi state ssho may have experience with the self-study process. Some individuals who were involved

in your last accreditation rev less will probably still he as ailable to serve as valuable resources.

You may lind it useful to consult 'he Self-Study Coordinator% at one or more institutions who have recently

completed their self-study and peer-rev icw. You can find out when any institution had its last accreditation

rev mew by looking in the M-,1 QUM frlis that lists all ot the higher education institutions that it accredits.

Each institution is assigned to an NCA staff liaison with whom you will work as you progress through the

accreditation sell study . team s hit, and Commission action. If you do not have the name of your liaison, you

can obtain it I rom the Commission office. This inlis idual can prose a saluahle resource as you formulate your

initial plan for Ihe sell stud

o

----- 7-
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If you do not already have copies of the current Handbook on Accreditation, you should get one. It is available
from:

North Central Association of Colleges and Schools
Commission on Institutions of Higher Education
30 N. LaSalle Street. Suite 2400
Chicago, IL 60602
(FAX (312) 263-7462)

This book contains excellent instructions for planning and executing the self-study process. If there is one
general rule to follow, it is to plan ahead. You cannot make out too many schedules and timelines.

An important consideration early on is designating a central editor/writer who also coordinates drafts, attends
meetings, serves on the Steering Committee, and provides uniformity in the final document. OSU chose to hire
a graduate student in the Technical Writing Program to meet these criteria.

Once you have reviewed the General Institutional Requirements and Criteria for Accreditation you will he
familiar with the information that must be included in the report. The challenge is to design a self-study process
that w ill capture the necessary information.

I. tpon first glance, it might appear that committees could be formed to address each of the G1Rs or Criteria.
Depending on the size and organization of your institution, this might work. In our case this was not deemed
a good choice. Instead. we formed a steering committee that consisted of representatives from many areas of
the campus.

Steering Committee and Task Force Composition

Our main objective was to include enough expertise on the steering committee that no area of activity would
he overlooked in the self-study. Our steering committee included the Vice Presidents of Student Services.
Business and Finance, and Research; the Associate Vice President for Multicultural Affairs; the Dean of
Indergraduate Studies; the Dean of the Libraries; the Associate Deans of the Graduate College and the College
of Agriculture and Natural Resources; the Director of University Extension; the Director of University
Assessment; the Director of Student Academic Services for the College of Arts and Sciences; two professors;
one department head; representatives from the University Foundation and the Alumni Association; the Athletic
Director; the Chair ot Faculty Council: a graduate student: and the President of the Student Government
Association.

The real work of the self-study was done by task forces assigned to cover smaller areas within the university .

e decided on the f011ow mg task forces (hulleted) grouped beneath related subject areas (bolded ).

dministrative Review

Gmernance and Administration

Administrathe Res ie%

Instruction and Research

Each of the six academic colleges phis the College of Veterinary Medicine

The University Center at Tulsa

The Honors Program

Improving Academic Program Quality

Graduate Education

23C
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Extension and Outreach

University Extension

University Relations and Public A ffairs

The OSU Foundation

The OSU Alumni Association

Academic Resources and Experiences

The University Library

Information Technology

Academic Support Systems and Services

Student Services and Students

Multiculturalism

Intercollegiate Athletics

Financial and Physical Plant Resources

Financial and Physical Plant Resources

Task force members included two vice presidents, two associate vice presidents, two deans, 21 associate deans,
SO directors, 17 department heads, two librarians, four managers, five graduate students, 29 undergraduate
students, 56 faculty members, the registrar, and 13 other staff members.

Start-Up Information to Offer the Task Forces

Designate one person to set up a clearinghouse notebook for all data requested, interviews scheduled, and
resource room materials needed. All of this information is then funneled through this individual to avoid any
duplication of efforts. Task Force Chairs can review the notebook at any time to see if one of the other groups
has data or information already in hand.

Offer specific training sessions for the Task Forces at least a year-and-a-half in advance of the actual visit. For
example. we found that offering information in the following areas saved a tremendous amount of time and
confusion during the writing process.

Information Sheets for the Task Forces explaining:

what GIRs to address in their section of the report

the Criteria for Accreditation

the concerns they must address from the last accreditation review

the need to begin thinking about, and requesting. any faculty/staff/student surveys early

Detailing all content and structural specifics for the report:

including concise overview paragraphs

providing clear conclusions

designating single or double spaced/font types/7., ogram/platform

using content specific headings

unifying the use of visuals/programs/labeling/integrating techniques
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Providing a Clear Calendar of Due Dates for Drafts

The charge given to each task force was to respond to any concerns in the previous self-study, to review the
changes that had occurred within their area during the past decade. to assess their present status and indicate
future directions that their unit might take.

Deadlines for first, second, and final drafts of documents were set and shared with the task forces and task force
chairs. Whenever possible, reports were exchanged in electronic form to alleviate 1) the paper crunch and 2)
the transfer of viruses via disks.

Conclusion

You are off to a good start by beginning your planning well before the report is due. With attention to good
management and training, you will achieve the objectives of the self-study process. That is, you will guide the
campus community in reviewing its activities since the last review. By addressing future goals, the self-study
can serve as a strategic planning tool for your institution. Combined, these factors add up to a successful
accreditation project.

Johnion is Dean of Undergraduate Srudu,.s. Oklahonut Stale I'mversity, Stillwater. OK.

Tern Lambrni IS a Tec luncal Writer based in Muncie.
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Utilizing an Institutional
Self-Study Guide:

A Major Aid In Organizing the
Self-Study Process

Frederick E. Stahl
Chris Ferguson

Paradise Valley Community College is one of ten community colleges comprising the Maricopa County
Community College system in Phoenix. Arizona. The college was formed in 1987 as the eighth college in the
system. PVCC serves the north-central portion of Maricopa County, an area that encompasses por0':..ris of the
cities of Glendale. Phoenix. Scottsdale. Cave Creek. and Carefree. Small businesses, light industry, service
trades, and tourism are rnajor contributors to the economy of the serv ice area. The college enrolls approximately
5,600 credit students each semester.

The current self-study process for accreditation followed the college's receipt of an initial five years of
accreditation, the maximum allowed for new institutions receiving initial accreditation. The institution faced
the typical issues confronting new and developing institutions in their first decade of service, including several
opportunities for improkement noted by the evaluation team.

Several challenges faced the college as it moved into the accreditation process. The first two challenges are ones
common to many institutions. First, the self-study process is not based on a cycle of repetitive activities that
afford the opportunity for continued improvement. Several years elapse between studies, making each study
appear to be an individual effort. Second. while the goals of an NCA self-study are clear, the process by which
they are achieved is not. Objective guidelines must be developed to accomplish the study's purposes.

The next three challenges were unique to PVCC. The third challenge involved an exchange of administrative
teams between PVCC and a sister college and presented the challenge of two unfamiliar groups (new
administration and existing faculty/staff) working to achieve a common goal. A fourth challenge was that study
leaders (rom the previous NCA visit were no longer working at the college or were engaged in major
instructional innovations that would not allow them to focus their energies on the self-study process. Finally.
there was a sense and agreement that the self-study would provide an excellent opportunity for the college to
coalesce as administrators, faculty, and staff forged a strong ongoing relationship.

Although the task of self-study was daunting, it became clear that the opportunities for institutional growth were
immense. A structure or guide was needed to assure that the college participants received the most benefit for
their efforts.

In spring. 1993, the college President appointed Chris Ferguson, a professor of English, as the North Central
Self-Study Coordinator. and Frederick Stahl, PVCC' s dean of instruction, to assist as a co-chair of the North
Central Self-Study. The two individuals developed a draft schedule of activities that would culminate with an
evaluation team visit in the spring of 1995, an interim organizational structure, and a list of potential committee
chairs who would join the coordinators in attendance at the 1993 North Central Annual Meeting.

After attending the Annual Meeting and gaining a foundational understanding of the self-study process and
carefully reviewing previous college self-study materials and reports. the steering committee determined that
it should construct and utilize a formal institutional self-study guide. This guide would serve as a major aid to
faculty and staff in organizing and conducting an effective self-study process. In addition to guiding institutional
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efforts, the guide would provide a vehicle to discuss, organize, and delineate the role of the Self-Study
Coordinator, the members of the college steering committee, and proposed NCA self- study committees. The
guide also stimulated the formation of written procedures for conducting the study and a compendium of basic
resources such as editorial guidelines and a bibliography of key external resources for use by committee
members.

The final guide contained the major components that are listed and discussed below.

Timeline

The timeline for the North Central Association self-study and visit was framed within the context of two dates:
the projected time of the evaluation visit and the actual date when a Self-Stuc Coordinator and steering
committee were appointed. The resultant timeline encompassed a twenty-six mo. `) period and emphasized
important benchmarks such organization of the study, college wide kick-off, submissk i dates for draft
chapters, committee and college-wide review of chapter content, final editing. printing, submission to the
Commission, and the evaluation team visit. This one page overview assured that there was adequate time to
conduct a thorough selfevaluation and guided committee chairs and steering team members in terms of "time
on task."

Job Descriptions and Organizational Responsibilities

Members of the steering committee drafted and circulated a three-page document that outlined the responsibili-
ties of the Self-Study Coordinator and the steering committee, the proposed organizational structure for the
study, the primary responsibilities of each committee and committee chair, and the generic responsibility of
committee members. The committee incorporated suggested changes and clarifications. College staff members
then utilized this information to self-nominate for committee memberships and responsibilities.

The document incorporated into the self-study guide includes the organizational structure, a list of key
committees and their responsibilities, and a membership roster. Individuals with special assignments, e.g.,
editing or resource support, were noted in a special section. This component became a quick and easily-
referenced source for anyone who needed information regarding either the broad organization of the report or
designation of responsible parties.

Resources

The steering team determined at the first Commission Meeting that an incredible array of resources existed to
aid the college in the conduct al the self-study. The committee identified eleven documents as important
foundational resources. These documents were obtained and placed in the reserve section of the learning
resource center.

North Central Commission publications provide invaluable information and resources for study committees.
In order to make the most critical information easily available to everyone, the steering committee abstracted.
compiled. and "cut and pasted" important statements and definitions in the study guide. Included verbatim were
the Criteria for Accreditation, which were bold faced and encapsulated. Commentary was abstracted and
bulleted. The intent was to present exact, concise information whose essence could be easily grasped and
retained in a short period of time.

In addition to the five criteria, the steering committee capsulized such important concepts as definitions of
"purpose" and "consistent," "necessary." "educational purposes," "other purposes," and integrity", the
meaning of key phrases such as "appropriate to an institution of higher education and "strengthening
educational effectiveness"; and important concepts. such as planning and assessment. As committee work
commenced, steering committee members made frequent use of this section of the guide to assure mutual
understanding of terms and concepts.
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Procedures

The steering committee also drafted a set of nine procedures for use by each committee. These procedures are
set in the chronological order in which they would logically occur. Again, as the self-study process evolved, this
simple list of procedures assisted committee chairpersons and members to achieve appropriate tasks in a
consistent manner and simplified the work of the steering committee and Self-Study Coordinator.

Guidelines

In addition to a simple set of procedures, the institutional self-study guide incorporated guidelines on
methodology, data collection, and evaluation. This component of the document included a series of questions
to guide and facilitate discussions on data, an abstract of criteria to utilize in selecting, administering, and
interpreting surveys, and an overview of possible sources and resources that were readily available on campus.

A very critical section of the guide contaned writing and editorial guidelines to guide the committees in the
writing of the report. A foundational assun- ption of this section was that each committee report should be framed
in such a manner as to be able to stand alene" and be comprehensible and meaningful. To assure consistency,
the guide included a standard format and an outline of elements to be included in each report. The Self-Study
Coordinator developed several simple suggestions and practical illu..trations on such items as point of view,
voice, and tone to assist members of the committees. Finally, committee decisions on such "mechanical- items
as documentation, abbreviations, numbering, illustration, and spacing were capsulized.

As committees progressed into the drafting of their reports and recommendations, the guidelines referencing
format, voice, tone, and point of view provided strong basic guidance. The more technical guidelines dealing
with format provided assistance to members of the word processing staff who formatted drafts of the -iocument
for committee and team review.

Organizational Structure

Paradise Valley Community College chose to use a very traditional organizational structure for the content of
its report. Obviously, institutional situations vary significantly, and there are many circumstances that justify
or even demand the use of less orthodox structures than those utilized by the steering committee at Paradise
Valley Community College. The committee organized the report by criteria, prefacing these five chapters with
an introductory overview and an institutional update that addressed both thc institution's responses to previous
NCA concerns and major changes that had occurred at the institution since UT 1990 NCA visit. A brief summary
followed the chapter on institutional integrity (Criterion Five.)

Again, the inclusion of a two-page draft outline allowed members of the steering committee, committee chairs,
and the college community as a whole to easily grasp the framework and contents of the proposed Self-Study
Rei mi. As the study progressed. committees and the steering team made minor modifications to the outline, but
its broad outline proved functional and useful in the organization of the final document.

Patterns of Evidence

The members of the steering committee considered Commission information on the patterns of evidence to he
so critical that the material concerning possible sources of evidence for each criterion was printed verbatim in
the guide. The steering committee co-chairs reviewed the possible sources of evidence for each criterion with
the chairperson of the college committee responsible for structuring the report on that criterion and developed
a preliminary strategy to assure that the committee would have basic understanding of the meaning of the
criterion, and the types of evidence that were available or could be developed for use in assuring the college's
adherence to the standards implicit in the criterion.
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As they conducted assessments and evaluations and began the process of structuring thcir narrative reports,
committee members used the listings as check points to expand their deliberations and to assure that all critical

issues relating to the criterion were being fully examined and evaluated.

The Final Report

The Paradise Valley Self-Study Guide did not contain a specific section on the final editorial revisionof the draft

document to assure consistency in style and mechanics. The steering committee considered but did notinclude

in the document a flow chart of activities that began with the committees turning in final drafts of theirchapters

to the Self-Study Coordinator, continued with editorial readings and stylistic modifications to assure consis-

tency and flow, and ended with a final reading by committee chairs to assure that the general contents, analytical
framework, and specific commentaries on strengths and challenges were not substantively modified in the

editing process.

The self-study guide also contained no specific guidelines on the final presentation of the report itself. In the

case of PVCC, expertise on the technicalities of printing the final reportexisted among members of the steering

committee. However, it may be a valuable consideration for colleges to outline options fbr printing the final

report with the knowledge of printing options available both on and off campus.

Additionally, the decision to use reproductions from the Warren and Jo Buxton Collection of Native American

Art in illustrating the cover and separation pages in the document emerged as a spontaneous idea during a

discussion of unique characteristics of the college. The opportunity to use this distinctive and unifying theme
individualized the report while highlight' ig a distinctive art collection at the college.

Summary

In summary, the institutional Self-Study Guide provided a framework that outlined a two-year study process,

simplified reference procedures by extrapolating pertinent information, delineated responsibility and antici-

pated as many concerns as the steering committee could foresee.

In addition, the guide provided the NCA liaison to PVCC a preview of report organization and form. Early in

the study and periodically thioughout the process, guidance and suggestions were provided by NCA staff as a

result of the guide.

Since the NCA self-study is not a repetitive process and in the case of PVCC former self-study leadership was

not available, the guide provided the objective steps to achieve the final goal of reaccreditation.

The college was granted continued accreditation with the next comprehensive evaluation in ten years. In
addition, an excellent working relationship was forged between the new administrative team and the existing

faculty and staff. Perhaps the most important outcome of the self-study has been PVCC's growth from an

emerging institution to one poised to begin its second decade confident in its ability to achieve an important

mission. While the institutional self-study guide cannot be credited for all of these accomplishments, it served

to set the tone and parameters for a successful NCA visit.

Frederick E. Stahl is Dean of Instruction, Paradise Valley Comniunity College, PhoenixAl

Chris Ferguson is a member of the English Faculty. Paradise Valley Community College, Phoenix, AZ.
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Coordinating the North Central Self-Study Process:
Six Pieces of Practical Advice to Ease the Task

Being a North Central Self-Study Coordinator is one of thc most challenging roles that many college staff

members face in their careers. Based upon our experiences in coordinating the most recent Self-Study at
Paradise Valley Community College, we offer the following advice for new and continuing Self-Study
Coordinators to make the role easier and more fulfilling. Hopefully, these comments will help Self-Study
Coordinators have a positive, successful self-study experience.

Find and utilize a self-study mentor

The role of Self-Study Coordinator is a difficult one for many reasons. First, the role of the coordinator is
usually perceived as a "one time." interim function, with the majority of functions to be performed over a
twenty-four to thirty-six month period. Few coordinators serve in the role more than once or twice in their
professional careers because of its demanding nature and because most institutions undertake the entire
accreditation process only once every five to eight years.

Moreover, a self-study process itself does not consist of continuously repetitive activities that facilitate a
cycle of continuous, incremental improvements. There are infrequent opportunities to apply new insights

and improve processes and procedures utilized in earlier self-studies.

Finally, whi!e the coordinator's basic goals may be clear, there are few objective guidelines for their
accomplishment. The uniqueness of each institution demands that coordinators must rely on individual

judgment and persuasive abilities to accomplish myriad, analytic tasks involving every institutional
constituency in order to produce a document that accurately reflects an institution's mission, its achieve-

ments, and its potential for the future.

Given these complex factors, we recommend that whenever possible, a Self-Study Coordinator should be

teamed with a mentor who has had previous experience as the coordinator of a self-study or as a consultant-

evaluator for the North Central Association.

Such an individual can provide continuity in an interim situation, offer valuable historical insights and
personal experiences regarding Commission requirements and any recent modifications. i.e., the recently

adopted criterion on ethical values, and share perspectives on issues as broad as the organization of the

study or as focused as the interpretation of a survey. A mentor can serve as an "at-large" member of a self-

study steering team at the Annual Meeting, attending a variety of carefully selected topical workshops that
complement the foundational sessions on process and criteri2. This frees steering team members to focus

on workshops dealing with criteria and allows the Self-Study Coordinator to focus on relating the broad
aspects of the self-study process to a specific institutional setting. The mentor can alsowork with the Self-

Study Coordinator and the steering team members to assure that a broad, consistent conceptual framework

for the study evolves and is followed throughout development of the self-study document itself. Finally, a

mentor can provide invaluable assistance in serving as a logistical facilitator for the evaluation team at the

time of its visit.

Focus on the Big Picture

A coordinator must never lose sight of the ''big picture." The coordinator and steering committee must

consider "What are the things that set us apart from other institutions ?": "What are the things that we really

value?". Once this identity or focus becomes clear the committee must ask: "How are wedemonstrating that

we are doing these things and that we can continue to do them?", and, "How does statement "a"/practice
"b"/strength "c"/weakness "d"/situation "e"/ relate to our overall vision of the institution and theconceptual

framework of our study?"
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The most important role of the steering team is to provide and present an evaluative framework in the context
u the college's past. its current status, and its projected achievements. Working with the steering team, the
coordinator must assure that the vision of the college presented to the evaluation team is focused and clear.
The coordinator(s) must orchestrate the linkages between the numerous individual components being
evaluated by various committees to assure that the institutional analysis is consistent and accurate. The Self-
Study Coordinator(s) must facilitate discussions among committees that assure coherence. A coordinator
must draft transitional statements that serve as the connective tissue in the self -study's conceptual
framework and must frequently edit or rewrite sections of the study to provide consistent voice.

Involve Everyone

Ultimate success demands full utilization of college staff, students, and members of the community. It is
critically important to involve all levels and types of staff members. These include not only obvious
constituencies such as full-time faculty, administrators, and professional support staff, but such overlooked

groups as adjunct faculty and the members of janitorial, grounds, and maintenance departments.

Several benefits accrue from utilizing the entire college staff. First, it helps to assure that individual
committees and subcommittees will attain broad and varied perspectives on issues and concerns. Secondly,
involvement promotes understanding of the college and comfort with the integrity of the self-study process
and its purposes. Involvement and engagement also assure that ownership and responsibility for both
process and the Self-Study Report itself are distributed and accepted throughout the institution. Finally, the
evaluation team will interview randomly. The team will select individuals who represent a range of functions
and interests at the college. Widespread, serious involvement of as many individuals as possible maximizes
the opportunity for everyone to support the evaluation process and strengthen the institution.

For the same reasons, we advise widespread student and alumni involvement in the self-study process.
Students provide the primary raison d'efre for our institutional existenn. Their documented achievements
are a major concern of the self-study and evaluative process. In addition to the factthat students and alumni

are certain to be a focus group on any evaluation team's agenda, their involvement and unique perceptions
will increase the depth and breadth of evaluators' perceptions concerning a variety of critical issues.

A third important constituency that should be included is members of the college's service area, its

community. The rationale remains the same as for comprehensive involvement of staff and students. Given

the heavy time commitment involved in the self-study process, it may be impossible to involve community
members in much of the routine committee work. However, through the selective use of advisory committee
members and with the cooperation of the college President. existing community organizations and
individuals who have a clear stake in the college's goals and achievements can be utilized to review mission
statements. chapter drafts, lists of strengths and challenges, and the college's plan for the future. In addition.

such individuals can provide a valuable external perspective on the study's conceptual framework and its
conclusions.

Construct and Adhere to a Timeline

The self-study process is a complex process. It involves myriad tasks and a large number of individuals and

groups whose efforts must be coordinated on an ongoing basis. We recommend using two dates in
constructing a timeline. The first is the prc;ected date for the institutional visit by a team of consultant-

evaluators. The second is the date on which the self-study chairperson and steering committee begin their
assignments. Utilizing these dates, the committee can construct a calendar of activities for the period of the

self-study, assure that there is adequate time for the conduct of a thorough self-evaluation. The calendar

can be used to guide steering team and committee members in terms of "time on task." Finally, by consulting

the calendar and a subsequently developed list of accomplished tasks. key participants can assess progress
at a glance and make necessary modifications in plans and activities.
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Use Surveys and Statistics Liberally and Wisely

Materials from the Commission include a selected listing of surveys and data sources that have proven useful

in the preparation of institutional self-study reports. In addition, many college research offices maintain

historical files of surveys administered, data attained, and analyses rendered. Numerous organizations offer

both standardized and specially prepared instruments that may provide assistance to self-study committees.

Given the challenge of selecting and using surveys and interpreting data effectively, we advise that all

surveys be previewed and assessed by the self-study steering team before implementation. If the college

has a research officer, this individual can provide valuable assistance in selecting and evaluating surveys,

in collecting data, and in analyzing and interpreting results.

It is important to do everything possible to attain a representativo response from all areas and levels of the

institution. In addition, survey data must be thoroughly and objectively analyzed. Resulting conclusions and

selected charts and tables can then be used liberally throughout the document. Correlating data and using

statistics to offer meaningful support to observations and conclusions in the report is integral to the success

of the self-study process.

Be Honest and Forthiight

The last piece of advice that we offer is perhaps the most important consideration in developing the self-

study. Deal with difficult, controversial, or negative issues in an objective, forthright manner. It is important

to be as factual and comprehensive as possible in dealing with every situation. In some instances, the total

context of an event or all of the considerations that have led to a determination or decision may not be

apparent. In others, there may be divergent interpretations ofcircumstances. Frequently, steering commit-

tees initially feel that certain pieces of ambiguous or negative information should be eliminated from a Self-

Study Report. We recommend both avoiding speculation and rejecting anyproposals that attempt to provide

the evaluation team with less than full and comprehensive disclosure. Self-identification of challenges in the

self-study avoids surprises for the evaluation team and the possibility of embarrassment to the institution

when a situation comes to the fore during an evaluation team visit Self identification of challenges, problems.

or historical errors and misjudgments, when combined with a possible solution or identified correction, adds

credence to the thoroughness and integrity of the self-study process. One of the major purposes of an

evaluation visit is to assure that an institution has looked carefully and thoughtfully at both its potentialities

and challenges. By dealing objectively and consistently with all of the important issues the self-study

prepares the evaluation team to offer its best guidance and counsel to an institution. Moreover, it prepares

the institution to deal with the future from a position of strength.

In a brief paper, it is impossible to offer advice on many unique institutional situations. During our session

with continuing Self-Study Coordinators, we hope to draw on both our own experiences and those of the

other persons present to deal with any areas of concern that coordinators raise in order to complement these

core observations.
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Shaping the Evaluation Process:
Committees, University Forums,

Resource Room, and
Site Visit Schedule

Joseph A. Walsh
Edward 1. Sidlow

Joan Steinbrecher
Marian A. Claffey

Context

Loyola University Chicago is a private, urban, independent unkersity of nine colleges. live campuses and
14,000 students. Its decennial site visit occurred in March. 1995, eighteen months after a new president was
installed, succeeding a president of 23 years tenure.

Creating Pertinent Committees and Helping Them to Function Effectively

During the 24 month period prior to the site visit we found that our priorities and, in fact, our jobs were redefined.
Those most intimately involved with the preparations for our reaccreditation found themselves serving within
a committee structure that, while imperfect, kept matters relevant to reaccreditation in a position of proper

alignment with that time frame.

At Loyola, we designated four committees to meet our reaccreditation needs. A university level committee on
assessment, chaired by the Vice President for Academic Affairs, was established two years before our visit. That
committee was primarily comprised of administrative personnel and wrote the university assessment plan that
was delivered to the colleges. After the assessment effort was well under way. and colleges and departments
had their own assessment plans drafted and undergoing an established atiproval process. This committee, now
chaired by the Director of Academic Affairs and including the Self-Study Coordinator, became the Accredi-
tation Steering Committee. Simply stated, it was the charge of this group to anticipate and act on all of the
administrative details surrounding the upcoming site visit.

Helping to accomplish this objective was a third committeethe Academic Priorities Committee--which is a
standing committee of the university staffed by at least one faculty representative from each college. For the
two years referenced here, the charge to this committee was to review and approve each proposed mission, goals,
and assessment plan package of the forty-five discrete academic units of the university. This committee was
chaired in the second year by the Self-Study Coordinator.

Our fourth committee was an ad hoc Accreditation Review Committee established specifically, again, with
representatives from each of the nine colleges, and charged with review and recommendation concerning each
unit's self-study document and, ultimaLely, thc same role in regard to the university-wide self-study. Members
of this committee also functioned i ons to their respective colleagues concerning all self-study issues and
processes.
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These structures worked reasonably well, primarily because the Self-Study Coordinator was an active
participant on each of the bodies, chairing two of the three committees that remained for the year before the visit.
His participation on all of these groups ensured that none of th.: committees was working in a vacuum, or was
in any significant way unaware of what the other committees were doing.

Open Forums for Self-Study Discussion

The steering committee had several goals for the self-study process and high among these was that of effective
communication to all parts of the univcrsity. Numerous newspaper articlesin faculty and staff as well as
student newspaperswas one methodology for this. Personal visits by assessment committee members to each
academic unit and by the self- study coordinator to each college was a second.

A third approach was to hold a public forum on four of the five campuses (thi fifth campus in Rome was not
visited-alas!) The purpose of these sessions was to provide a setting for any member of the university
community to comment and raise questions about a penultimate draft of the university-wide self-study. Draft
versions were available to all university officers, deans, faculty, staff, and student councils via library
circulation and on-line. Present at these forums were the Self-Study Coordinator. the chair of the steering
committee, the senior vice president/dean of faculties, whose office held final authority on this project, and the
executive vice president.

This effort ultimately served more of a symbolic than real purpose, since attendance at these sessions was very
sparse, averaging fewer than 15 persons. The effort, however, did not go unrecognized or unappreciated. At no
time in this process did complaints surface concerning failure t- communicate about or invite participation in
the self-study effort.

The Resource Room

The resource room was conce, ualized as an "operations central- for the actual NCA site visit. It was designed
to catalogue all the specific items referenced in he self-study but not sent to the evaluation team in advance.
Illustrations of such items were: the original self-studies of each university academic, administrative, and
support unit; the confirming documents for the General Institutional Requirements (GIRs); affiliation docu-
ments concerning the two colleges Loyola had affiliated with in the Ix st three years: catalogues, promotional
materials and handbooks on each coney; assessment plans for each academic unit; and a copy of the most recent
prior university self-study.

The physical and organizational structure of the resource room also received specific attention. Location, size.
clerical and organizing resources, and comfort each seemed important. Loyola's recent prior experience in a
focused -iite visit (regarding the new college affiliations) proved useful to the understanding of these concerns.

A central consideration in t Arming for the resource room was making it easy to use. Members of the steering
committee who were specti wally selected to organize this project conducted dry-runs in order to refine the ease
of access that we all wanted as a characterizing quality of this resource.

Five basic assumptions guided the preparatory work on the resource room:

I. that time an utmost premium to evaluation team members during the visit:

2. that if information included in the resource room is to be useful, it should be complete and its location
obvious:

3. that one or more members of the evaluation team might wish to have easy access to technology such
a personal computer and printer or facsimile machine while on campus:

I. that nothing works until it has been "road tested"; and

5. to not underestimate the time and effort needed to make this simple concept of a resource rot im into a
truly effective and efficient aid.
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Creating a Viable Site Visit Schedule

Quite candidly, scheduling our visit posed the greatest challenge to our diplomatic skills, which were clearly
on the wane as the visit approached. The simple fact is that everybody involved would like to control the visit
agenda, yet indeed that authority really rests with the Evaluation Team Chair. Loyola has four campuses spread
throughout Chicago and transportation between/among them is difficult. In some rest:eels, the chair was
dependent on our knowledge of how to move people among campuses. In turn, those of us who were charged
with orchestrating the visit were very dependent on the good will of our Own colleagues to shuttle visitors
between campuses at the inclination of the team. Given Chicago traffic, this was not always easy.

We submitted a tentative schedule to the Team Chair that he seemed to like until three days before the visit and
then he faxed wholesale changes. The original agenda, covering a full two day period and 13 visitors, already
had been circulated to our faculty and staff as a draft and they began planning for the tightly scheduied visit that
we had envisioned. Wrong! The team demanded flexibility to the extent that we were scheduling appointments
for visitors from the moment our Entrance Interview ended through the evening hours after the first full day of
the visit. In short, the visitors dictated about 75eIc of the schedule and we were forced to rely on our faculty and

administration to remain flexible.

There is no simple solution to the scheduling issue, but we were fortunate in at least two of ways. First. our
Executive Vice President made it crystal clear that key personnel were to keep their schedules clear and not plan

travel during the visit dates. Second, the Loyola community was very cooperative and recogniied the
importance of this enterprise, doing all they could do to help things flow smoothly.

The single most important advice we would offer to others preparing for a site visit is to be in constant
communication with their university community. Newsletters, articles in university publications, information
sessions, and blanket e-mail messagesto the point of seeming redundancywill serve to keep the larger

community in a state of preparedness. Equally as critical would be that all those involved he advised to keep

their sense of humor!

Joyeph A. Walsh 1.1 Profes.sor. School of Social Work, Eovola University Chicago, Chicago, IL.

Edward I. Sidlow is Head. Political Science Department. Eastern Michigan University. Ypsilwiti.

Joan Sfrinbreeher is Former Dean of Insritunonal Research. Loyola University Chicago, Chicago. IL.

Marian A. Clayey us Associate Dean for (*urricularAllalrs, Mundelem ('ollege ot Loyola Onmermy C.hu.ago.

Chicago. IL.
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Establishing the Foundation
for a Successful Self-Study

Carole Bulakowski
Eibhlin Glennon

Congratulations on being asked to serve as Self-Study Coordinator. While the challenges facing you are many,
you will finish the process with new perspectives about your college and how its many parts work together to
serve students. Here are some key strate2ies that should help you to establish a solid foundation for a successful
self-study.

From the very beginning, there should be broad representation among all constituent groups at your college.
This can start at the organizational stage. At College of Lake County. the responsibility of the production of the
self-study was shared by a faculty member and an administrator. While an administrator coordinated all of the
meetings, planned related agenda. and collected necessary reports, our faculty member was included from the
beginning of the process by attending all meetings, writing the plan for the self-study, and editing much of the
self-study. We also attended several of the NCA meetings together to achieve a better understanding of what
needed to be included in a self-study. These meetings helped us realize that this report would need to have a more
analytical focus than the one completed ten years ago.

The self-study plan was designed in a question format and organized according to the five NCA criteria and their
patterns of evidence. This format made it easier for the committees to understand the criteria and which topics
needed to be addressed.

As the steering committee is being formed, membership should reflect all categories of employees. When
selecting members of your steering committee, remember to include and solicit input from the leaders within
your various employee groups. Our college's governance system includes four Senates that represent three
groups of staff and the students. The chairs of those Senates assisted us in the selection of our steering committee
members. Consider as well those individuals' ability to interact with the other steering committee members and
their interest in staying connected to their peer group. It is also important to ensure that these employees
represent a broad base across campus so that no academic divisions or departments are unrepresented. Our five
major committees were formed to focus on the NCA criteria and were co-chaired by an administrator and a
faculty member. Students are also critical members to include on the steering committees and subcommittees.
In addition, a member of the Board of Trustees and members of the community provide very valuable insights
that enhance the breadth and depth of the final document. Having a member of thc Executive Staff was also very
valuable for our self-study because that experience and expertise ensured that the report reflected an accurate.
comprehensive view of the college. Of course, if any individuals on your campus have been consultant-
evaluators, their views and experience would also enhance the self-study. Furthermore. if your groups are
diverse in every way. i.e.. age. gender. ethnicity. etc.. a broad view of the college will be reflected within your
self-study. Finally, it is critical to include members of the Institutional Research Office to assist you in your
collection of relevant reports. provide accurate analysis of institutional data, and review the final draft of the
self-study.

Secondly. it is important to keep the campus community apprised of your progress throughout the self-study
process. Multiple opportunities for communication exist. Informational updates can be given in group meetings
every semester. Steering committee representatives from the various employee groups can join you in these
sessions. We arranged such meetings with full- and part-time faculty. administrators, specialist and classified
staff, and students on a regular basis. It was also important for us as a community college to have meetings with
members of our General Advisory Council. These meetings provide an important opportunity to share
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information and findings as they develop and to listen to the questions of the attendees. They also are valuable
teaching moments that help your students and staff understand what accreditation means to the college.

Use your college's other systems of communication such as employee and student newsletters, electronic mail,
etc. In these situations, employees and students are becoming more familiar with NCA's relationship to the
college, its standards, and the purpose of the NCA evaluation team while on campus.

Since you will not be able to talk personally to every employee, we recommend that you develop some type of
research tool to assess the college community's perceptions on how your college meets North Central's
requirements. Collecting this information can have two-fold benefits. The process will give all etnployees an
opportunity to snare their ideas and perceptions about the college. It will also demonstrate that you value their
opinions. In addition, the results can help you identify some of the college's strengths and weaknesses that may
need further study.

It is critical to give students opportunities to express their views about the college. Such meetings can provide
valuable insights in areas where improvements are needed. In addition, surveying students in a variety of types
of classes will become another important source of information on student satisfaction.

Lastly, plan ahead. Even though we started two years ahead of time, we quickly discovered that we needed every
day to get the job done well. Multiple drafts were shared with our steering committee and other interested staff.
Some people needed extra time to read their sections. Input from various individuals improved the comprehen-
siveness and quality of the self-study. Collecting and organizing information for the appendices and Basic
Institutional Data forms took more time than we had expected. Additional time will also be needed to collect
updated numbers of budget balances, employee demographics, and student enrollments. Having extra time also
helps when you must respond to new criteria and patterns of evidence. Clarifying the elements of these issues
and how they relate to your college can take more time to explore and resolve. Starting early also gives you time
to begin working on some issues. It may be a pleasant discovery to learn that some concerns can be easily

addressed and resolved before your team's visit.

Ultimately, the self-study and appendices were completed and sent to our evaluation team for response. We were
confident the documents reflected a broad perspective of the college and demonstrated that the college staff and
students could collaborate to produce a comprehensive, quality document. Ultimately. we expect that this
process will result in an improved educational climate for students.

Carole littlakott ski is Ihrector. Learninm .is sistarwe Center. College of Lake County. Gray.slake.

Glentum it Inttructor. Englith and Drama. College of Lake County, Gray.tlake, IL.
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Is Your Sidebar Showing?

Gary D. Schultz
Gracemary Melvin

Introduction

Colby Community College is a comprehensive two-year institution serving more than 2,000 students in its 14-
county service area of northwestern Kansas. The college played host to a NCA evaluation visit in September
1994 and received continued accreditation with the next comprehensive evaluation scheduled for 2004.

The Self-Study Report

As the introduction to a TV show or commercial states, "Inquiring minds want to know." Your evaluation team
w ants to know, and the Self-Study Report may be the first exposure to your college. How creative have you
been'? New spapers and magazines are changing constantly in their delivery through font, size, and style of their
articles. They have made it easier for the reader to direct their attention to the "meat" of their message. Have

ou'?

Colleges have numerous options when packaging their :';elf-Study Reports. Certainly, there is required
information that the North Central Association expects in this important evaluative, analytical, and descriptive
document. We are reminded that the Self-Study Report not only reflect our last team visit. but also document
the institution's meeting of the General Institutional Requirements and Criteria for Accreditation and honestly
evaluate the institution's strengths and weaknesses. We are left to our own initiativeand we might add, our
own creativenesswhen it comes to the actual design of the Self Study Report.

Every institution of higher education goes about its business of supplying an educational process for its students
in a manner that is unique to that college or university. Often, we do not take care to present a case for our
particular culture through the development of the Self-Study Report. We are distinct and different in our delivery
of services. Yet, many Self-Study Reports lack creativity when it comes to their formatting and presentation
style.

For a moment, let us put ourselves in the choes of our evaluation team tnembers. This is possibly their first
impression of your college. What are those impressions as they read your study? Are you an impersonal and cold
institution or are you a vibrant, energetic. and enthusiastic group of individuals who seek to deliver a sound
educational process that is student-centered'? Merely supplying the needed information regarding the last
evaluation. the General Institutional Requirements. the five Criteria, and evaluation of present services might
not demonstrate your style. your culture, and your vibrancy.

Not only do you want to demonstrate your "culture" but you also want to prove your case in the required aspects
of the self-study. Do you make it easy for the readers to identify your compliance with the requirements? Or,
do they ha% e to search the document for examples of meeting those requirements? For example. will the readers
he directed to a specific section describing the faculty s role in developing curriculum or will they have to search
the study?

Consultant-Ev aluators are busy indi iduals and do not want to spend non-productive time in reading your Self-
Study Report. They dcwrse to be "lead- in their reading. They will appreciate some Tables and Charts. but will
tire quickly if the number of such becomes inordinate. In addition, they will value fair size print along with space
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between your lines. They may even enjoy having print on only one side of each page or sidebar space to make

notations.

Finally, we need to remember the reasons for the published Self Study (there is an excellent checklist on p 94
of the NCA Handbook). First, it is a written report of your evaluative exercise. Second, it is a written report of
your compliance with the Criteria, General Institutional Requirements, and your reactions to the recommenda-
tions from the last visit. Third, it describes the institution. Your evaluation team will formulate impressions from
reading your report. In turn, they will seek to confirm those impressions upon their arrival on your campus. Have
you given them enough assistance?

Conclusion

v ery meeting of the Steering Committee at Colby Community College, we reminded our various committee
chairs and our editor that our Self-Study Report was to read like a book and not like a dissertation. We
brainstormed on numerous occasions as to the format as well as unique methods to present our culture.

As a result, our Self-Study Report incorporated the use of sidebars that explained, when appropriate, that a
paragraph spoke to a General Institutional Requirement. Additionally, we used no. 14 print, a limited Appendix.
double spacing, and Times font. We reduced our draft from more than 300 pages to a final copy of 220 pages.
Our goal was to lead the reader to the "meat."

A self-study committee member suggested the use of "Factoids" in our side-bars. The "Factoids" presented in
the sidebars contained what we considered "facts" that would assist in proving our case as well as letting the
reader in on our own special "culture." For example, when evaluating our pre-engineering program, the sidebar
spoke to the number of students who received engineering scholarships upon transfer from Colby. In addition,
when a particular paraitraph mentioned a particular requirement tor accreditation, we identified it as such in the

sidebar.

Members of the steering committee wanted to enhance our Self-Study with a limited amount of art work. The
art instructor, who sen% -I on the committee, volunteered to develop and format the study with wood carvings
preceding various segments of the study with a logical and pictorial rendition of the area being discussed.

The Resk.urce Room contained an additional booklet that served as an index to the required General Institutional
Requirements and Criteria. The page number where each requirement was addressed in the Self Study along
with the location of supplemental information found in the Resource Room was indexed.

If we were to do it over, we would reconsider the three-ring binder method that we used due to its physical size.
Yet, we were very proud of the format and substance of our Self-Study. It represented the institution's honest
effort at reporting our compliance, our evaluation of the college, and our desire to demonstrate that we were an

enthusiastic and creative staff.

(Uiry D. Schultz. t% Dean ol Student Servwe.s. Colby Community College. Colby. h.S.

Gnu emory Melvin IA Dean of In.struction, Colby Community College, Colby. KS.
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Developing a Strategic Plan

Michael Kane
Larry Davidhizar

Cynthia Ultermarkt

The self-study report, culminating in a NCA team visit, should be a product of an ongoing planning process.
When this planning process is in place in an institution, the Self-Study Report then becomes a "snapshot" of an
ongoing self-study process. In a figurative sense, the Self-Study Report steps into a moving planning stream.
For many institutions this self-study planning process is either not in place or it is not properly functioning. The
self-study report, required for accreditation. provides an opportunity to begin or to resurrect an effective
planning process.

The first step in a self-study report. a step that will not he specifically covered in the mentoring workshop, is
the dev elopment of a strategic institutional plan.

A strategic plan is ru,t an episodic event. but an ongoing process that is on a regular cycle or rotation. The actual
cycle is determined by the institution, but it normally has aspects occurring annually, every three to five years,
and perhaps even every ten years. The process itself is not just the means to an end, but part of the end itself.

The difference hetween strategic planning and other types of planning is its emphasis on the environment in
which the institution is operating. Through strategic planning an institution attempts to discover how it fits and
contributes in the larger external environmental as well as the internal environmental of the institution. It is by
nature very comprehensive in its scope. Key questions asked in strategic planning relate to the institution's
distinctives. Questions such as, "Who are we?" "Why do we exist?" "Should we exist?" "What do we do better
than other similar institutions?" In our market, how would we and our publics rate ourselves? To be effective
the process requires frank and honest appraisal of a reason for existence and if there are sufficient resources to
carry out the mission.

Institutions do not operate w ithout strategic plans. They already have one, whether it is written or unwritten.
A written strategic plan will better serve the organization. unwritten ones tend to benefit a small segment within
the organization. The strategic planning process can do a number of things for your organization. The process:

builds community

clarifies "Indden agendas"

raises expectations

focuses responsibilities

gives a sense of direction

facilitates a w ill to live in the present v ersus in past nostalgia

facilitates effecov eness (doing the right things) & efficiency (doing things right )

forms the basis for es aluation and team et fort

forms the basis for doing the Self Study Report
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Strategic Marketing Plan

Following is an outline of areas that need to be evaluated in a strategic marketing plan.

1/1_ Organizational Distinctives

1B. HistoryOver the Archives Building in Washington, D.C. is the phrase, "What is past is prologue."

IC. Purposes

2C. Beliefs/values

3C. Basic Goals of Education

3C. Practices

28. Publics

1C. Funding

2C. Influential

3C. Regulatory

4C. Supplier

2A. Environmental Analysis

1B. Internal Audit

1C. Personnel

2C. Fiscal

3C. Physical

4C. Overall Health

28. External Audit

1C. Uncontrollable Variables

Political and Legal

Cultural and Social (generation X, urban/rural; demographic; etc.)

Economic

Geographic

Technological

Competitors

Private/Public

Denomination/Theological

Market Demand

3C. Controllable Variables

Product

Place

Price

Promotion

3/1. Position Summary

1B. Summary of Strengths and Limitations

2B. Summary of Competitors Strengths and Limitations

38. Summary of Opportunities and Threats

tlicluiel .1 KWh' (PI Lail( .tIrr()(/\ 131hfc (Co, If_
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Community Involvement in
Institutional Self-Study

Paul W. Batty
Christine Frances Briggs

As the American public demands greater accountability for educational practices, all institutionsboth
colleges and the associations that accredit them--must giv e more attention to the judgment of lay people.
particularly those who support the institutions w ith their contributions or their taxes. To promote the
participation of extramural community leaders in assessment of an institution's success challenges all Self-

St udy Coordinators.

Involving the service area community in the NCA self-study process is both necessary and practical, especially

since the issues raised by the NCA accreditation process often demand a perspective from outside the college

walls. Particularly in response to the NCA Criterion Four. "The institution can continue to accomplish its

purposes and strengthen its educational effectiveness," representatives of the service district can provide

relevant perspectives on issues such as institutional governance, financial stability, and student assessment. Just

as advisory committees keep career programs in touch with current practices and needs in the industrial /
technical/business communities. community-wide advisory committees can provide information and resources

to assist cilleges in evaluation and planning.

Membership of NCA Community Task Force

We, recommend that Self-Study Steering Committees create a service-district-wide community task force to be

a part of the regular assessment of tlw success (rf the inslitation. Such a committee should include representa-

tives of significant local institutions (educational, industrial,business, social ) and also he representative of the

geographic and demographic populations of the area. To promote dialogue between the college constituencies

and the community, the task force should also include faculty leaders and administrators, preferably residents

of the district. We will use Henry Ford Community College's Citizen Commission on the Future of the College

to illustrate how such a task force might be created and how the results of the task force's work contribute to

the success of a self-study.

HFCC was scheduled for reaccreditation in 1995; hence, our self-study year was 1993-94. In September I 993,

President Andrew A. Mazzara asked the Board of Trustees to authorize a "Citizen Commission on the Future

of the College- and to charge that group to "investigate demographic, economic, and political factors which will

affect HFCC's ability 'to accomplish its purposes and strengthen its educational effectiveness,' and to

recommend policy directions for best meeting those goals.- A chairperson (representing the Chrysler

Corporation and the auto industry) was appointed by the Board, and seventeen citizens, including a few HFCC

faculty and administrators, were nominated by representative community groups (e.g., the Chamber of
Commerce, the League of Women Voters, the public schools. the HFCC Alumni Association). In addition, three

members of the Board of Trustees joined President Mazzara as ex-officio members of the commission.

Integration of Commission Report with College's Self-Study

The commission divided it% tasks among three subcommittees:

The Resources and Fiscal Health subcommittee's charge w as

to study the institution's current resource basefinancial, physical. and human; and
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to ascertain the most appropriate organization and allocation of those resources to strengthen both
the institution and its programs.

The Institutional Planning and Decision Making subcommittee was charged to determine whether
the institution had in place

decision-making processes with tested capability to address future challenges; and

plansas well as ongoing, effective planning processesnecessary to the institution's continuance.

The Educational Assessment and Improvement subcommittee's purpose was twofold:

to analyze assessment processes to ensure that they were continuous, involved a variety of
institutional constituencies, and provided meaningful and useful information for students, faculty
and administration; and

to identify how the institution could strengthen its educational programs.

Readers familiar with the NCA Handbook of Accreditation will recognize in the above charges the "patterns ol
evidence" supporting Criterion Four.

The subcommittees met frequently in December 1993 and January 1994 to gather information, to study their
respective issues in depth, and to draft recommendations for consideration by the commission as a whole. After
reviewing subcommittee reports in January, the commission drafted twenty-two recommendations that were
presented to the Board of Trustees in February 1994. The commission's three-hundred page report formed a
framework for the Self-Study Report on Criterion Four, and the commission's recommendations were included
as an appendix in the final document. The Self-Study Steering Committee was particularly receptive to the
recommendations of the citizen commissiongiven that both faculty leaders and the Instructional Vice
Presidents had served on the advisory committee. The recommendations also became part of thc college's
strategic planning process in 1994. contributing to the institution's continuing service to the larger community.

Benefits of Community involvement

When the NCA Consultant Evaluators came for their site visit in March 1995, commission members were
prominent among the community representatives who impressed the team with their knowledge of and support
for the college. Subsequently, one of the commission members, already familiar with college issues and
prepared to support the strategic initiatives that had grown out of the self-study and reaccreditation process, was
elected to the Board of Trustees.

In addition to its value in the self-study process, a community-wide adv isory committee gives the institution
the opportunity to tell its story to a significant public. Notable advantages of the community advisory committee
were demonstrated by HFCC's experience in 1994-95. The major issue that the citizen commission considered
was whether the college should separate from the K-I4 school district in which it had operated for fifty-seven
years. The commission recommended that even if the college remained part of the public school district (a
practical necessity because of shared properties and limited size of the district), "the Board of Trustees should
determine, as soon as possible, if enabling legislation could be enacted to permit the Board to ask district voters
to approve a permanent, dedicated mil lage within the existing governmental structure." Prior to that time, the
college had simply received a portion of the public school taxes. In 1994, when the Michigan legislature
abolished local property taxes for support of public schools, it became critical for the continuation of Henry Ford
Community College that such a dedicated millage be approved, and the groundwork, laid by commission
members. and their active support of the campaign for long-term dedicated funding eased the passage of the
millage referendum.

The citizen commission had also advocated that HFCC "set asioe specific funds for technology ." Building upon
that recommendation, the Board of Trustees approved the creation of a technology service fee that generates
approximately $400,000 a year for projects increasing student access to instructional technology. Competitive
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proposals are submitted by faculty and evaluated by a committee consisting of administration, faculty, and
support staff. The final awards are approved by the HFCC President and the Board of Trustees. Without the
endorsement of the citizen commission, the Board of Trustees might have been reluctant to levy a service fee
in a year of budgetary restraints and to approve a shared governance approach to the allocation of fund resources
in an era of public distrust of educators.

Although the Board vacancy and election, the millage campaign, and the technology investment fee could be
construed as coincidental applications, they illustrate the point that a citizen commission task force creates
strength and support for a college in the communityresources that may be drawn upon as needed. With the
opportunity to interact positively with faculty and administration, community members ara more likely to
endorse the institution and to inform work associates and neighbors of the college's success with its programs
and graduates. Finally, the formalized structure of the commission promotes the building of coalitions necessary
to facilitate fiscal support for the institution.

Paul W. liatt is Vice President and !kat: of Academic Education. Henn ord Cominunay College, Dearborn,
MI.

('hristine 13riggs is English instructor, Ilenrs hird Community College. Dearborn, All.
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Using Quality Tools to
Get Started with
Your Self-Study

Carol Bartelt
Carol Mishler

Fox Valley Technical College's long history and experience with the practice of "quality" was never more
important than when the College began its NCA self-study, approximately two years before the NCA team visit
on October 1995. As self-study co-chairs, we drew on a variety of tools we had discovered through our TQM
experienee--group process tools, problem solving tools, planning tools, and decision-making tools to get
started with the self-study. Organizing and preparing to conduct the self- study at Fox Valley Technical College
consisted of five phases:

Identifying the Steering Committee

Orienting and In-servicing the Steering Committee

Developing a Timeline

Determining the ScopefDesign of the Self-Study

S. 'ecting Subcommittee Members

To complete these phases took approximately nine months but. in the end, it was time well spent. Careful
planning and organizing not only set the tone for the entire self-study but prevented having to "rework" the basic
operating structure that drove tt.e effort. We offer to others what we believe were our best practices and the

quality tools we used in each pha.,e.

Identifying the Steering Committee

Our first task was to put together a balanced slate of 14 people who could work together to manage the self-study
process effectively. We conducted short interviews with each dean/administrator, vice president, and union
president to receive their nominations for staff who were critical thinkers without an ax to grind, well-respected
by peers, and effective participants in a group setting. From these nominations, we drew a Steering Committee
balanced in terms of:

Employee status (support. management, faculty)

Location (main campus and regional sites)

Instructional and non-instructional positions

Administrative ur.its within the College

Instructionul division ( Business, Service Occupations. Technical, General Studies)

Length of service

Gender

A key quality tool we used was the L-shaped matrix that visually displayed the balance among the attributes listed

above. Each Steering Committee nominee reczived a personal written invitation to serve from the College president.
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Orienting and In-Servicing the Steering Committee

We felt it was very important to "frame" this project, establishing a clear process to be followed; clear roles,
responsibilities, and reporting relationships; and clearly stated boundaries based on practices described in
Scholtes' Team Handbook. At the Steering Committee's first meeting, the benefits of reaccreditation and the
five NCA Criteria for Accreditation were presented an' nly discussed. The co-chairs defined the roles and
responsibilities the following key players would have in the self-study:

Steering Committee

Co-Chairs

President

Self-Study Subcommittees

Tools used in this phase were grounding and consensus building. The NCA Steering Committee facilitator, who
skillfully led meetings of the group through their two-year commitment, utilized a large group process known
as grounding. Each member of the Steering Committee explained why he or she had accepted this assignment
and his/her expectations for the self-study process. In a consensus-building exercise that followed the discussion
of roles and responsibilities. each member expressed his/her commitment to the boundaries implicit in the roles
and responsibilities.

Developing a Timeline

It was essential to have an agreed-upon timeline for conducting the self-study. Working in small groups, the 19-
member Steering Committee (ex officios included created process flowcharts to illustrate key events in the self-
study during the two years leading to the visit. This process helped each member clarify key events and
understand when they would need to be done. The co-chairs congealed the work of the Steering Committee into
one process flowchart, which functioned as an educational piece as well a management tool, for guiding the self-
study. The major quality tool used in this phase was the process flowchart with the Plan-Do-Check-Act cycle
identified, as shown in the "NCA Timeline" on the next page.

Determining the Scope/Design of the Self-Study

Deming always asked: "What is the aim? What is the purpose?" Although the primary purpose of the self-study
was to gain continued accreditation by NCA, a major objective was also to encourage institutional improvement.
Thus the self-study was undertaken as a total College effort, involving a large segment of staff. In preparation
for conducting the study, the Steering Committee adopted the following goals:

Provide the opportunity for leadership, unity, cooperation, and communicatit among various levels
of staff in the common goal of College improvement and identification of effective implementation of
change.

Identify areas, systems, and processes that are strengths or assets of the College that can be actively
maintained, nurtured, and built upon.

Identify areas, systems, and processes that need strengthening to ensure a quality educational process
and product.

Identify critical issues and new activities that Fox Valley Technical College will face in the next three to five
years. Define how the results of the self-study will be used in long-range planning and goal setting.

Develop an awareness and understanding, both internally and externally, of the mission and purposes
of the College and how its programs and services to students and business flow from the mission and
purposes.
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In addition, the Steering Committee considered possible self-study designs, which the co-chairs presented in a matrix

that identified advantages and disadvantages of each design. The designs we considered involved using:

cross-functional subcommittees

existing College committees/teams

a committee-free approach

the "hybrid" approach

the Malcolm Baldrige criteria

Ultimately, , the cross-tunctional subcommittee approach was selected. The key quality tools used were

brainstorming and the matrix.

Selecting Subcommittee Members

Using a consensus process, the Steering Committee selected members from a list of interested faculty, staff, and
administration. Following the discussion of who would be asked to serve on each subcommittee, the degree of

consensus was shown using a tool called "Fist to Five." In this procedure, each Steering Committee member
held up five fingers to show complete support. a fist to show no support, or a 2-4 fingers to show a medium degree

of support. This technique immediately displayed the level of agreement for the membership of a subcommittee,

as well as for many other decisions made throughout the self-study.

Vice presidents served as ex officio members of each subcommittee involving their area. A process flowchart

was used again to identify the step-by-step process for inviting and training subcommittee members. Overall,

more than 120 of the College's 650 faculty and staff were involved in the self-study. In order to "begin with the

end in mind," brainstorming and consensus were used to identify and articulate a clear charge to the
subcommittees and recommend a method of study, making it clear to invited members just what their

commitment would be.

In Retrospect

Fox Valley Technical College concluded its self-study and hosted a six-person team visit in October 1995.

Among the evaluation team's findings was a statement that "...quality tools... have revolutionized governance

since the 1985 visit." ( Report of t: Visit to Fox Valley Technical College, p. 6) In one of the last meetings of the

Steering Committee, members commented that the planning of the self-study allowed diverse points of view

to be reflected and subcommittees to have access to enough information, resources, tools, and support to do a

creditable and honest job. As viewed by the evaluation team, the resultinself-study document was "candid and

well-documented, indicating the institution's ability to view itself critically and share their views openly with

an external audience." (Report of a Visit to Fox Valley Technical College, p. 1 ) We believe the use of quality

tools significantly assisted the process and the product of the self-study.
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Bootlegging Institutional
Change through

Mandated Self-Study

Mark Bagshaw

Having survived a number of years of managed decline, and having put together several successful enrollment
seasons as a result of "rev isioning" ourselves. Marietta College in 1993 had been led by its president to a strategic

vision of itself, but it had no continuing institution-wide planning processes, and seemed unable to commit to

implementing its senior officers' strategies. Knowing that lack of success at the stage of implementation is a

major cause of failure with most organizational plans in both the profit and not-for profit sectors gave us no
comfort, and our situation clearly wanted change.

The workshop session that this paper supplements focuses on the ways by which the institutional self-study,

mandated by our institutional accrediting association as part of accreditation review, allowed us to develop

inclusive, institution-wide decision processes that captured first the attention, and then the imagination of
institutional participants, and ultimately the will of the institution to move forward. With a slightly different
focus, this paper explores three types of organizational (as distinguished from personal or inteyersonal
impediments to effective institutional change that mandated self-study helped us to overcome.

On the basis of our reading of published research and from personal experience, most of us would acknowledge

that human beings, individually and collectively, dislike change, and there is an abundance of literature (for

example, in the field of organizational development) that not only documents patterns of personal and

interpersonal resistance to change in organizations but offers strategies for dealing with it. Naturally enough,

our tendency is to assume that once we have produced changes in organizational participants' attitudes toward
particular planned changes. their behaviors will change, and successful implementation can begin. What often

is not clear to us is that other artifacts of human organization, as well as the values that organizational

participants attach to them, can impose serious, even debilitating obstacles to implementation.

At Marietta College, mandated self-study provided us with a convenient, temporary scaffolding that allowed

us to work on needed permanent improvements to our institutional edifice by going around three specific types

of organizational obstructions to needed change: existing institutional rules or policies, institutional structure,

and institutional culture.

Rules

The formal policies and accepted understandings that govern the ways an insiitution does its business operate

as an effective quasi-legal system that rewards with legitimacy those behaviors that are congruent with its
directives, and brands as illegitimate actions (behaviors) that deviate. Prima fade, illegitimate, or deviant

behaviors lack the authority to draw on institutional resources to accomplish their purposes, and lack the

legitimate right to expect the support or compliance of institutional participants acting inaccordance with their

authorized roles. In what is a fairly common pattern among small colleges, at Marietta College, in the recent

past. the authority to determine and review curriculum and to make substantive determinations about tenure and

promotion lay with the faculty, but the prerogative to initiate discussion, and the authority to pursue substantive

institutional changes lay with the administrative hierarchy (board of trustees, president. and president's cabinet

of senior officers). Although any institutional participant might propose any change in any institutional policy
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or procedure. or suggest a review of-current practice, such a proposal could acquire institutional legitimacy and
could be entertained as an initiative only when approved by the administration at at least the cabinet level. For
an idea to pass beyond discussion and approval to actual implementation. it would require, minimally, one
champion at at least the cabinet level.

As an example of how a dysfunctional system of authority might impede change efforts, a perception developed
at our college in the course of the first half of this decade that the president's cabinet was a tremendous energy
sink: proposals and suggestions for improvementssome of them innovative and time-sensitivewere
observed to go into the cabinet; but, like Foxie Loxie's den, few of the entrants were seen to come back out. This
perception led to two kinds of behavior, neither of them useful in the long run: Some institutional participants
went around the cabinet and took their ideas directly to the president or the board of trustees. (Of 29 members
in fall 1994, 22 were alumni, and several others were prominent local citizens, and thus had pre-existing or
extramural relationships with a number of continuing faculty and staff.) Other institutional participants.
believing, consistent with efficacy theory, that their efforts would not lead to effective outcomes, ceased to
propose and suggest, and turned to cultivating their gardens.

In this decision environment, mandated self-study gave us a tool for expanding existing choices. Self-study
provided an extramural legal framework that had its own legitimacy. and its own external authority drawn from
the consent of the constituent members of the accreditation body to which we belong. Sanctioned by this process.
we were able to "bootleg" a more participant-inclusive process for shared diagnosis and analysis of our
ir stitutional condition, and to foster a consensus of support for making improvements and accomplishing a
revitalized vision of our college (as described in some detail in the related workshop presentation). Without
mandated self-study, these efforts were powerless to be horn.

Structure

An institution's formal structure, like its system of policies and procedures, is a way of controlling behaviors
in the interest of coordinating activity toward the accomplishment of institutional purr oses. A hierarchical,
bureaucratic, command-and-control governance system allows for the precise coordination. from a centralized
command center, of a multiplicity of diverse, discrete functions. carried out in a consistent, standardized
fashion. As we all have become increasingly and dramatically aware, since at least the energy crisis of the mid-
seventies, this way of organizing organizations works best when task environments, competitive environments.
and political environments are stable. On the other hand, when resources are uncertain and flexibility and
sensitivity to environmental changes are required. or when broad ownership of institutional problems and
opportunities is desiredor when the principal need of the institution is no longer (to borrow an antithesis that
I believe belongs rightfully to Warren Bennis) "to do things in the right way but rather to discover what are the
right things to do," and then do them with dispatch-centralized bureaucratic structures and top-down planning
models impede effective institutional performance. Moreover, the assumption of their legitimacy, and the
assumptions about human behaviors and human relationships that they imply, undervalue individual initiative.
undermine morale, and underestimate the potential for creativity that is latent in such basic building blocks of
contemporary institutional life as academic departments.

Let me offer a nontrivial example of a structural impediment that my college encountered. About tw( years ago.
the college's board of trustees decided not to renew the chief academic officer's employment contract. They did
this without prior consultation with the faculty through its formal governing structure, a faculty c( incil of six
elected members. The board's decision put the council in a difficult position because it was itsulf midway
through the process of conducting a formal performance review of the chief academic officer. Thc council's
review included a formal provision to make recommendations to the president of the college regardi I enewal
or non-renewal of the officer's contract. These circumstances quickly became known to the faculty as a whole.
Initially, there was some concern about the legal grounds by which the hoard could, in effect, reach around the
president to "not renew" an officer who, according to thc board's bylaws. reported to and served at the pleasure
of the president; however. ,he chief source of faculty concern was the lack of adequate consultation before, and
hard information after the decision, and this concern led to an extraordinary meeting of the members of the
faculty council with representatives of the hoard.
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As an outcome of this meeting. the faculty council issued a memorandum to faculty that stated that the discussion
at the meeting had "emphasized ways of restoring and maintaining the stability of Marietta College in the
aftermath of action that left many in the College community with questions about its governance." The memo
also described how trustees at the meeting had argued that while the non-renewal decision was indeed extraordinary,
and while their action would not set a precedent for future actions, the board had acted out of concern "that aggrieved
faculty members lacked appropriate means to express complaints about administrators."

This rationalization and the general outcomes represented in the memorandum, were viewed by many faculty
as inadequatea number of them believing that the council had been "handled- by the board, and that the
council had been remiss in not pressing the view that faculty (as well as the president) had some formal
ownership rights in the evaluation of the chief academic officer, and that these rights included consultation on
any decision whether to renew that officer's contract. However, like it or not, this was the only formal
explanation the faculty council and the faculty was to get; in a subsequent forum with faculty, members of the
board stated that legal considerations prevented them from discussing the matter in greater detail. With efforts
to communicate unsuccessful, these two governance structures-the board of trustees and the faculty council-had
no formal way to accommodate each other, let alone to change themselves sufficiently to integrate their
conceptual differences in a formal understanding representing either a division of responsibilities or a policy
on adequate consultation.

Mandated self-study gave us a way as an institution to discuss and address important issues like the distribution
of governance rights and responsibilities and the role of the board in the institution, in a way that could not be
accommodated within the frame of reference of existing institutional structures. The structure of the self-study
process-temporary, nonproprietary, and thus to a large degree nonthreatening-allowed us to entertain problems
and solutions that other more traditional and more "invested- structures could not countenance or address.

At the beginning of self-study at Marietta. the process was a discrete, structural anomaly "laid on top" of the
continuing business of the institution. However, once those steering the self-study process began to demonstrate
their willingness to articulate and engage, in a realistic way. the important questions facing the institution-that
is. once we demonstrated that the central question of self-study was not "What do we have to do to stay
accredited'?" but "What do we want to do to assure our continuing vitality?" Self-study became the continuing
business of the institution. The president of the college directed two presidentially appointed committees
finance and facilitiesto serve as study groups in the self-study process, and the faculty council allocated the

decision time of a number of its committees to addressing central questions identified in the self-study process.
Indeed, it was in the faculty council-appointed instruction and curriculum committee, serving as a self-study
study' group. that most of the critical and innovative work of creating an integrated model of academic planning.
program review, and educational outcomes assessment was accomplished during 1994-95. Even the most
bottom-line-oriented administrative units contributed a staffer or two to serve on one or another of our study
groups. A critical lesson we learned through this process was that self-study could help us to refurbish or
rehabilitate diffuse. dilatory, and dysfunctional elements of our organizational infrastructure.

In American football, there used to he a diversionary or misdirection play (perhaps there still exists) in which

the quarterback, to all appearances, has divested the ball to a running back who draws the attention of the
opposing team as he charges the line of scrimmage, but in fact the quarterback has secreted the ball on the less
conspicuous of his hips, while moving roughly parallel to the line and acquiring interference and retaining the

option to pass or run as the play develops. This was called a "bootleg play," and it captures well the kind of
opportuniqic, nonconfrontational (not to say temporizing or deceptive) approach we took to charting a course,
delc eloping momentum and accumulating support for major change, and overcoming entropy in the form of
entrenched structural impediments.

Culture

It is when we seriously attempt to enact change in our institution that we begin to recognize just how much we

arc, like the denizens of the Hotel California, "prisoners of our own device." On reflection, however, this should
not be so surprising. As the eminent sociologist Philip 0. Selznick suggested some years ago in his work
Leadership in Admuu.stratimt(1957 l.a major distinction between an institution and a conventional organization
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is that wc invest institutions with cultural meaning: Institutions are "infused with value," Selznick says.
"beyond the requirements of the task at hand." Thus institutions of higher education are not simply part
of the functioning social machineryacculturating, credential ing, rationing opportunity, and so onbut
are themselves cultural artifacts to which we are attached intellectuaPy and emotionally.

Short of financial exigency, it is hard to imagine the set of circumstances that would lead a college or
university to violate its history, traditions, and cultural norms in order to create radical and lasting change.
At our institution (and we probably are a lot like many of you), the underlying cultural assumption has
been that desirable change comes about by articulating a desirable vision, which is to say one that not
only gives promise of desirable outcomes but whose outcomes and whose plans for getting to these
outcomes are consistent with institutional values. Further, the Marietta College culture has said that a
truly desirable vision for change can only be articulated by the president of the institution. The rest of
us can buy in, but it only becomes a bona fide institutional vision if it descends ex cathedra. Of course,
it also has been part of our institutional culture (and we probably are a lot like many of you in this, too)
that as the vision fails to be implemented or proves defective, we ba,:k away (perhaps also whistling softly
in feigned insouciance), while the college continues to muddle through, allowing the responsibility for
"dealing with" pressing institutional matters to fall to one or another of the highly placed but often short-
tenure administrators who, with a flutter of consultation, will diagnose and prescribe for us yet again, and
yet again save us from ourselvesat least until the next encompassing vision catches our eye.

After observing this pattern at close hand for several years. some of my institutional colleagues began
to suspect that the laying on of presidential visionno matter how culturally and teleok desirable.
and no matter how excellent the leadership of the president envisioning itwas sufficient neither to our
motivational nor our existential need. In this context, the self-study process that we enacted provided a
virtual counterculture where such ideas could be entertained, and where alternative models that placed
differing values on different things could be explored and tested without prejudice and without appearing
to compromise established values and the received order of thingswith virtual impunity. Self-study
provided a useful vehicle for re-thinking and re-creating (the image of adults absorbed in serious play
is appropriate here) our institutional values, purposes, processes, and structures.

In this regard, one idea that came out of self-study and that changed the way we think about ourselves
and conduct our affairs is the idea that leadership (which is. after all, a group behavior) consists
principally of being able to define and enact a reality that can gain a consensual following. This idea is
similar to one expressed in Max De Pree's LeadersIzip Is an Art, published in 1989, but it originates. I
believe, in a scholarly article written by Linda Smircich and Gareth Morgan that appeared in 1982 in the
Journal of Applied Behavioral Studies (1 8:257f.). Another idea that we would not have come to. left to
our ordinary devices, was that leadership usefully might be distributed throughout an institution, and-at
the expense of some modest loss of responsiveness. coordination, and control-might involve institutional
participants in all parts of the organization exercising leadership in ways that serve the institution's
purposes better than what typically occurs in a centralized, top-down model of institutional leadership.

It was probably the combination of these two recognitions that led us to set in motion the consensually
derived, resource-conditioned, educational-values-driven, and department-grounded process of strate-
gic management, program review, and evaluation described in the related workshop presentation. To be
able, temporarily, to stand apart from our cultural norms and look critically at our behaviors, to try on
alternative models, and to develop ways to integrate new ideas with our existing practices had extremely
useful outcomes for Marietta College.

Did the fact that self-study was required for accreditation compel us to do what we did? No. Mandated
self-study gave us the opportunity to look at ourselves, but it was our choice to avail that opportunity or
not. We did what we did as an institution because we were able to convince a sufficient number of key
stakeholders at the college that sitting still was more untenable. more risky. than facing the uncertainty
of moving forward. Have we been gloriously successful in all of our undertakings? Not at all.
Department-based planning carried out in the context of a highly interactive resource allocation and
budgeting process is producing good outcomes, and the model for academic program review has been
embraced: we are even developing appropriate processes for resolving the higher volume of conflict that
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accompanies greater campus community involvement in institutional decision making-and this extensive
olvement has been a major source of success in realizing our change efforts, as has proved true of similar

etTorts in many organizational contexts. On the other hand, our attempts at educational outcomes assessment
oer the period leading up to the reaccreditation visit were more than somewhat unsuccessful. (On a more
hopeful note. information and diagnostic assessment processes developed during self-study have put us in a

position to know and articulate why we underperformed so badly in this area, and to remedy the situation in our

more recent efforts.)

For Marietta College, NCA-mandated self-study provided a needed external impetus, authority, and justifica-

tion to step outside the existing institutional repertoire of methods for allocating decisions and "doing business,"
and afforded a sheltering temporary structure, venue, and vehicle for collegial interaction orl important
institutional issues that was unavailable otherwise at the institution at that time. As the iinmediate impact of

campus visitation on institutional behavior gradually fades from institutional memory, we retain a satisfying

net gain in the form of improved governance and improved, "self-correcting" collegial planning, impleinenta-
lion, and assessment processes that self-study allowed us to plant and cultivate as part of our institutional culture.

Mark BaN.Vhali is A.s.sociate Provo.st. Marietta College. Marietta, OH.
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Facilitating Communication in
the Self-Study Process

Carol Brobst

The self-study process at Hawkeye Community College was initiated more than two years prior to the
comprehensive evaluation visit in March of 1995. In planning the process, two elements were initially identified
for the college to be successful in its self-study; specifically, staff involvement and open communication.
Reflecting on the success of the self-study and the related evaluation visit at Hawkeye, it is apparent that
continuous focus on these two important aspects greatly enhanced the college's achievement in its reaccredi-
tation efforts.

At the same time Hawkeye Community College was involved in the self-study process for the North Central
Association evaluation, it was developing and implementing a three-year strategic plan to transition from a
technical institution to a comprehensive community college. Because of the impact of this major institutional
change. staff were highly interested in identifying potential environmental changes that were needed to
effectively implement the revised institutional mission. Therefore, faculty and staff were also eager to become
involved in the self-study process. Appointment of the Self-Study Coordinator, the Steering Committee, and
fie Criterion Committees resulted in broad representation of faculty, students, administrators, and classified
staff.

Staff Participation

From the onset, the college President communicated strong commitment and support for the self-study process.
Verbally, at a college-wide in-service program as the self-study began, the President and Self-Study Coordi-
nator emphasized the importance of having extensive participation of college staff throughout the process. They
also expressed their inter-st in having the process conducted in an environment of openness. It was stressed that
such a process would yiea the most meaningful results for institutional growth and improvement as well as
present an accurate evaluation of the institution. At the same in-service meeting, the first opportunity for
involvement of college staff in the self-study process was given. An Institutional Assessment Survey was
administered to staff in the fall of 1992 to evaluate college services and operations in view of the college's new
comprehensive community college mission. The survey v, as administered again in the fall of 1994 for
comparative data. Results of the survey were communicated throughout the college and included in the Self-
Study Report.

Related to the college's strategic planning, Face Validity Exercises (focus groups) were conducted to identify
and prioritizc institutional strengths and challenges. These groups were facilitated by the Strategic Planning
Committee with participation of 160 staff. Information obtained from the groups was used with the Institutional
Assessment Survey in the self-study.

Structured Questions

From the fall of 1992 through the spring of 1995 self-study was a "household word- throughout the college.
If faculty and staff were not involved in various self-study committees, they were reading or hearing about
activities that were occurring. The Steering Committee developed approximately 200 questions that needed to
be answered to provide criterion committees with information about their areas of study. Example.: of topics
included: faculty governance, evidence of support for thc college's mission, division and department goals,
evidence of freedom of inquiry by faculty and students, effectiveness of the budgeting process, student clubs
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and organizations, facility description, and employee demographics. These questions were distributed for
response to administrators and departments within the four major divisions of the college. In addition, the
President's Cabinet, composed of division vice presidents. addressed and responded to questions as a group.
Information obtained through this process was used in development of Criterion Committee reports. Specific
data obtained were often shared with all staff through the college's weekly newsletter keeping the self-study
process in the forefront.

Throughout the process, frequent meetings (formal and informal) were held between the President and Self-
Study Coordinator to discuss self-study issues and to plan opportunities for continued involvement of college
staff in the process. Progress in meeting the established tirneline for preparation of the Self-Study Report was
also reviewed periodically.

The College's Board of Trustees was informed of the plan for conducting the institutional self-study and the
timeline for completion of the study. Periodically, Trustees participated in some of the same activities college
staff were involved in; i.e. the Institutional Assessment Survey and Face Validity Exercises. At regular intervals,
updates on the self-study were presented to the Board of Trustees.

Communication Activities

During the self-study a number of activities were used to communicate with faculty and staff about the self-study
process, including:

Formal presentations at college in-service programs

Formal presentations at faculty in-service programs

Publication of Steering Committee and Criterion Committee meetings

Formal presentations to Board of Trustees

Discussions at divisional staff meetings

Distribution of survey analyses to faculty and staff:

Institutional Assessment Survey

High School Student Interest Survev

Entering Student Survey

Student Opinion Sur.

Withdrawing/Non-returning Student Survey

Alumni Follow-up

Community Interest Surveys

Periodic updates presented in Hawkeye Happenings (weekly college newsletter)

SeWStudy Report Review

Preparation of the Self-Study Report was the responsibility of the Self-Study Coordinator assisted by the
Steering Committee. The final report included formal reports from the five Criterion Committees. As criterion
reports were developed by the respective Committee Co-chairs, each committee member reviewed and
endorsed the report. This process validated the individual Criterion Committee reports as they were submitted
to the Steering Committee. Each criterion report was presented to and formally accepted by the Steering
Committee prior to inclusion in the Self-Study Report. As these reports were shared with the Steering
Committee, staff were invited to attend the Committee's meetings and hear the findings of the Criterion
Committees.
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In November of 1994, 100 copies of the Self-Study Report draft were distributed throughout the college. All staff were
informed via a college-wide in-service meeting and the Hawkeye Happenings that additional draft copies were
available for review. Staff were encouraged to participate in the review process. Two weeks after distribution of the
draft, meetings were set up at various times and locations throughout the college for staff to meet with the Steering
Committee to discuss the draft report and to bring issues forward from the report. Once again, this action reinforced
openness of the process and institutional support of the report prior to final publication.

In January of 1995, multiple copies of the final Self-Study Report were distributed to the college community,
and activities changed to focus on the upcoming evaluation visit. A formal meeting was held with all college
staff and faculty followed by individual meetings with Student Government, the college's Board of Trustees,
the President's Cabinet, and the Administrative Council. At each of these meetings, the Self-Study Coordinator
reviewed the proposed schedule for the comprehensive evaluation visit, noted the role various individuals and
groups would have with the evaluation team, and emphasized open times during the site visit agenda for staff
and students to meet with the visitation team. Staff were also provided with information about the evaluation
team members and the institutions from which they came. These meetings reinforced the readiness of the college
for the visit and helped Trustees, faculty, staff, and students understand the importance of participating in the
upcoming visit.

Conclusion

Throughout the process, the College President, the Steering Committee, the Self-Study Coordinator, faculty and
administrative staff were all involved in keeping the self-study an institutional priority. At the conclusion of the
evaluation visit (three hours after the evaluation team had left the campus) a college-wide celebration was held
for students and staff to share in culmination of a successful self-study and visit. Once again, the activity
emphasized the importance of open communication and extensive staff and student involvement throughout the
process. More than 1000 individuals participated in this event acknowledging the college's major accomplishment.

Carol Brohst is Director of Institutional Research and Planning. Hawkeye Community College. Waterloo. IA.

0



282 /A Collection of Papers on Self-Study and Instaunonal Improternent. /996

Devising a Quality
Steering Committee and Schedule

Ann McPherren
Gerald Smith

As senior administrators begin to woo unsuspecting faculty or staff to beome Self-Study Coordinators, they
may focus on the fame and fortune sure to come at the end of the process. A successful team visit by NCA
consultant-evaluators, a self-study document that leads the institution into the future, and the promise of release
time to energize the coordinator are commonly offered inducements. Once a Self-Study Coordinator has been
hooked, it becomes apparent that there are a few thing, to do before the accolades begin. Process planning and
scheduling aided the efforts of one novice coordinator at Huntington College in Indiana.

Selection of the Self-Study Steering Committee

The Self-Study Coordinator should recognize that the responsibility for the process is largely his/her own. While
the institutional accreditation decision rests on the attributes of the entire college or university, the Self-Study
Coordinator must find a way to manage the self-study process. Other faculty and staff will be interested in the
process, but the crush of their assigned responsibilities likely will make them spectators in the initial stages of
the process. It is therefore important to create a solid self-study steering committee to aid the efforts of the Sel f-
Study Coordinator.

Self-Study Coordinator involvement in the selection process is helpful. Persons named to the self-study steering
committee should be knowledgeable about the institution, committed to committee work, and influential in
institutional decision-making. Rather than loading the steering committee with many members, which makes
group meetings difficult to manage in length and participation, a six-eight member groupwill work well in many

situations.

Because of the small size of the group, care should be taken in the selection of members to provide broad
institutional perspective. People with a generally positive view of the institution provide more help than do
outspoken or one-issue critics. The self-study process will allow for plenty of self-examination and criticism
without saddling the coordinator with an uncooperative work group. Those with commitment to and experience
in student learning outcomes assessment are valuable members. In order to elevate the presence of the self-study
process and to help push people to comply with requests for information along the way, the self-study committee
may be co-chaired by the Self-Study Coordinator and the college president or chief academic officer.

The steering committee should have representation from influential faculty and administrative bodies such as:
president's/administrative council, academic policies committee, assessment committee, and long-range planning
group. Careful overlapping selection may allow representation from a variety of academic disciplines as well. The

integration of these groups with the self-study process is crucial to institutional data gathering, evaluation, and change.
The comprehensive institutional perspectives offered by this group allow self-study objectives to have an impact on
the ongoing work of the college. While the steering committee will review NCA criteria with the goal of
reaccreditation, it should commit itself to using the self-study process as a vehicle for institutional improvement.

The self-study process at Huntington College was designed to achieve the following objectives:

to gather information about institutional resources and programs.

to ensure that programs are supportive of institutional mission and philosophy of education:
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to foster a climate for institutional self-assessment:

to ensure that strategic plans are in place and being implemented;

to ensure that assessment plans are in place and being implemented:

to highlight needs for institutional action so that more effective service can be delivered to students and
offer constituents;

to develop a self-study document that presents Huntington College in a comprehensive and acurate
manner.

Scheduling the Self-Study Process

One of the first tasks of the Self-Study Coordinator is the development of a realistic schedule for the process.
The schedule should be designed with room for flexibility yet at the same time be a document that is taken
seriously. A workable schedule is presented below. The self-study steering committee should be expected to
meet and w ork in earnest over one to one and a half years beginning about two years before the visit. As a general
guideline, the greater the level of involvement by campus personnel in actual self-study preparation, the longer
the timeline for completion of the study. A benefit of the smaller 6-10 member steering committee is the relative
ease of arranging meetings. gaining participation, and receiving feedback on both the process and the document.

Another suggestion for an accelerated self-stuuy schedule is to use the Self-Study Coordinator as writer and
editor of the study. One of the drawbacks of this rather centralized process is the possible lack of process
awareness by other campus constituents. If such a centralized process is chosen, the crossover membership
between the steering committee and other campus bodies is essential. The use of the Self-Study Coordinator as
writer and editor of the document has benefits in schedule compliance and in the production of a cohesive
document. As mentioned earlier, the Self-Study Coordinator has the greatest responsibility for and interest in
the process. The coordinator must have or develop a vision of the entire institution and integrate that vision with
the NCA requirements. The Self-Study Coordinator and other writers will find themselves performing many
re-writing and editing tasks with the already existing institutional documents and responses to requests for
information. Why have several writers re-write and edit only to end up with a repetitive/lacking, stylistically
awkward study? The steering committee should assist in editing content areas for misstatements and an English
professor or another wordsmith should be enlisted to proofread.

Institutional Orientation

Several other aspects of the process deserve mention. Steering committee members and other faculty should be
fully oriented to the self-study process and the NCA Criteria for Accreditation early in the process. Many
institutions will have not undergone an NCA review for 10 years. While old-timers may be relatively attune to
the process, many in the community are not. Even old-timers need an update on the areas of focus for the visit.
Orientation should not be restricted to steering committee members. An important aspect to the successful
project is the cooperation of the campus community in gathering data and preparing the campus for review. A
meeting of the faculty senate, faculty departmental meetings. and distribution of NCA criteria with requests for
program information provide opportunities to heighten faculty awareness, input, and assistance.

A step by step in-depth discussion of NCA criteria by the steering committee provides an organizational
framework by which to conduct the institutional assessment. During the discussion of each criterion, steering
committee members will generate a list of pertinent institutional documents, programs. processes, and contact
people. While much of the self-study document focuses on current activities and plans for the future, the steering
committee must review past failures and successes as a part of the process. In particular, concerns cited in the
most recent NCA Team Report should be reviewed in light of current NCA criteria. Obviously, the
recommendations and concerns from a prior visit should not be news to campus leaders and action/programs/
policies should already be in place. Ongoing issues such as budget needs. enrollment/retention issues, or student
learning outcomes assessment may continue to be focal points for review. The steering committee should he
well versed in these issues,
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....

Activity

............ . ..Self-Study'TiMetable

Months prior
to Visit

Appoiqtment of Self-Study Coordinator

Initial review of NCA self-study documents

27

Appointment of the Self-Study Steering Committee 24

: Orientation of Self-Study Steericig Committee 'o NCA Criteria

Review of preliminary self-study timetable

23

Self-study plan submitted to North Central 20

Review of NCA documents, previous self-study, and
NCA Report of a Visit by Steering Committee

Participation by Self-Study Steering Committee
members in relevant off campus conferences

(NCA, AAHE , Assessment)

18-22

Completion of self-study team objectives

Appointment of task forces to tackle specific areas of concern

Charge to academic departments to supply needed information
regarding programs and assessment outcomes

Steering Committee identification of institutional documents
satisfying NCA Criteria, i.e. mission statement, philosophy of
education, institutional objectives and goals, human, financial
and physical resources necessary to accomplish the institution's
purpose, assessment programs, long-range planning. integrity

16-18

Major program changes and distinctives due to NCA
Self-Study Coordinator 12

Self-Study Coordinator review of institutional Annual Reports 10-12

Self-Study Coordinator meetings with administrative departments
directed particularly at Criteria fulfillment

Self-Study Coordinator prepares initial draft of self-study

Self-Study Steering Committee review of self-study drafts

4-10

Final Self-Study Report to NCA

One of the sometimes overlooked opportunities presented by the NCA review is the chance for faculty and staff
to take advantage of professional development workshops and conferences. The prospect of a broad institutional
review often encourages faculty and administrators to feel the need to bone up on one or another area. Self-Study
Coordinators and steering committee members may be the principal beneficiaries of an increased administrative
openness to funding attendance at conferences on assessing student achievement, collaboration, faculty
development and evaluation, long range planning, etc. Self-Study Coordinators should foster this spirit of
development and push for budget funds for these activities.

No substitute for planning and organization exists. Not only does the implementation of these functions help
foster a successful self-study, the Self-Study Coordinator's stress level drops to a more manageable level.
Coordinator% should also be assured that there is no need to reinvent the wheel. Much expertise and relevant
research already are in existence in the institution. A plan for data gathering ano a presentation strategy makes
the over% helming seem almost possible,

Ann Mt Pherren (% .4 . %octal(' Pro:essor of Hicsine.s.s. Huntington College, Huntington, IN.

Gerald Smith us Vice Prnsident and Dean, Huntington College, Huntington, IN.

BEST COPY AVAILABLE
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Making the Most of the
Team Visit

Carroll L. Bennett
Nancy DeSombre

Curt Vandivier

The logistics of an NCA team visit often receive less attention than the self-study process yet may have a
profound impact on the outcome of the team's deliberations. This session will describe the steps that Des Moines
Area Community College took to prepare for a comprehensive evaluation by a twelve-member team. The
timetable begins approximately one year before the visit and continues until the institution receives formal
notification of the Commission's final action.

One key to a successful visit is to uevelop a strong working relationship between the Self-Study Coordinator,
the Team Chair, and your NCA staff liaison. The visit should be viewed as an opportunity to present your
institution to a team of knowledgeable peers who will provide you with valuable advice.

The NCA Handbook of Accreditation contains an excellent checklist that is helpful in preparing for the visit.
This session builds on this list by ( I 1 providing useful tips on how to organize the visit, (2) presenting examples
of letters and documents, and (3) including the perspective of a team chair on organizing the visit.

General Guidelines

Develop a timetable for the self-study and meet all time objectives. Allow at least two months prior to the
visit for review and input on the self-study from your NCA staff liaison.

Develop a separate *logistics- schedule with all activities and responsibilities clearly outlined. Meet
personally with all staff members who have responsibilities for events to be sure they fully understand
expectations and deadlines.

Clearly identify who has ultimate responsibility and approval for each phase of the operation. Ideally. the
president will delegate authority for logistics to the Self-Study Coordinator. The Team Chair will work with
this one person to organize all aspects of the visit. It is also helpful for the President to publicly announce
the need for all staff to cooperate fully with the Coordinator.

Designate one person to provide secretarial support on the logistics function. All information and activity
should be funneled through this office. This person will logically provide similar support when the team
comes to the campus.

Team Composition Review

The NCA office will send the president a proposed team list with biographical information on each member.
You may assume all team members are competent and well-qualified. It is important to review the proposed
team members with the self-study steering committee to assess the appropriateness of their backgrounds. You
may conclude the team members lack depth in areas that are important to your institution. Your president will

he asked by NCA to respond to the team composition and the president should request that a team member with
specific characteristics be added. (It is never appropriate to suggest which warn member should be deleted.)
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Here are some typical concern areas:

The ratio of faculty members is low when compared to administrators.

A major focus in your institution is not reflected on the team (health occupations education, vocational
education).

You are anticipating consulting assistance from the team in an area in which the team appears to lack
background and experience.

* Your institution has a ethnic or racial population that is not represented on the team.

It is inappropriate for anyone from the institution to make contact with the team chair or any team members until
the NCA staff liaison confirms the team is complete and contact can be made.

Protocol

The two key people in a team visit are the Team Chair and the college president. Each may delegate certain
tasks and functions to others, but each will always have the final say on key decisions.

All team conimunication prior to the team's arrival should be with the team chair, or with his/her approval.

All meetings should include a college representative to welcome and introduce the team and to provide any
needed technical assistance.

College administrators (and their associates) should respect the need for the team to visit in private with
individuals and groups. For example. the president's secretary should not attend an "open" meeting of
administrative support staff since his/her presence might inhibit discussion. Often the team will prefer to
meet with the members of the board of trustees, without the President in attendance. In all cases, the
administrator should ask the team chair how to structure the meeting and who should attend.

The college president should chairall meetings he/she attends ( usually the opening meeting and the exit meeting).
The president also has the right to determine who from the institution should attend these two meetings.

The team report (preliminary and final) are sent to the college president. He/she determines its distribution
within the institution.

The president should assume the major role for making sure the team feels welcome at the institution.

All college staff should he present during the visit and should make the needs of the team their primary
concern during this time.

A follow up report ( in a thank you letter or other correspondence) should be sent to all guests who attended
meetings with the team.

The team chair should be lerted to recognize the efforts of key individuals within the institution at
appropriate times (often during the exit inteniew. ).

Hospitality

The general rule is to do everything possible to make the team feel welcome and comfortable without being
patronizing The team chair should be consulted about any hospitality plans to be sure he/she is comfortable with
the activities.

Personally meet and welcome all team members when they arrive in your community. Use the trip from
the airport as a time to provide information about the college and community.
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Select a hotel that is pleasant, but not luxurious. Ideally, the hotel should either have a good restaurant
or be close to one. Be sure the hotel will provide meeting facilities, which include a large table and
comfortable chairs. t In some cases a suite for the team chair will meet this need.) Inform the team about
the hotel (enclose a colorful brochure if possible). including the address and phone numbers.

Provide courtesies to team members in their hotel room when they arrive. These should be modest in
cost. Some possibilities are a fruit basket, a "local products" package, or candy and sweets.

Have coffee and appropriate refreshments in the team room and at each team function. (Be sure the
coffee is refreshed and replaced throughout the day).

Prepare a list of team members with brief (one paragraph) biographies for distribution to members of
groups who meet with the team.

Provide a support person (self-study secretary ) who will be available to assist the team members with
their needs through the visit.

Provide the team with a college phone book, campus and building layout.

Contact each team member to determine individual computer needs. Arrange for the computers in the
team room.

Designated reserved parking spaces for the NCA team members.

If the college has an external sign board or internal electronic message boards, a note of welcome to the
NCA team should be posted.

Team Room

A team room or rooms should be established to support these functions: a work room for the team; a site for
information and documentation to support the self-study, and a place for private or small group meetings. The
room should have a central location on the campus. The team room should be treated as a "private" room that

allows the team's privacy to be respected at all times.

These steps should be taken to assemble materials for the room.

Develop a list of items that need to be assembled.

Get input from the steering committee, self-study committees, and other key individuals in the
organization.

Carefully review the institutional Self-Study Report and the Commission's General Institutional
Requirements to identify items. (The report may say. "This information will be included in the team
room. -)

Ask the team chair for suggestions for additional items for the room.

Arrange all support documents in a logical sequence in several major groupings. Use highly visible table
cards that specify the name of the item. Prepare a printed index in outline form that makes it easy for
the team to find items.

Reassemble and reorganize the materials in the room at the end of the day.

Transportation

Develop a detailed travel itinerary for each team member that includes name, arrival and departure dates and
times, flight numbers, and needs for local transportation.

Provide college cars for local transportation (if a% ailable ).
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Supply a driver for team members during the visit. If possible it should be a person who can discuss the
college and respond to questions. (This is especially important if the team travels to multiple locations.)

Take the team members to the airport at the conclusion of the team visit.

Special Events

The typical team visit includes several scheduled meeting with special groups, both internal and external to the
institution. It is important to prepare to structure these meetings to ensure that the team has access to the people
who will provide them with required information. Here are some general guidelines.

Receive approval from the team chair concerning any group meetings as well as when each will be
scheduled.

Thoughtfully select the individuals to be invited to provide a cross-section of opinion and experience.

Notify the members of all groups, usually in writing, about the purpose, time, and format for the meeting.

Include a team biography sheet.

Provide attractive and readable name badges.

Have a college representative(s ) at meetings to greet participants and introduce them to team
members.

If the meeting includes a meal, be sure seating assignments have been made to place team members in
proximity with people who will have information that is of interest to them. Keep meal functions (except
formal dinners) simple and short to allow maximum time for discussion.

Keep events on scheduleassist the team chair (or key member) by reminding them of the ending time.

Publications/Logos

All printed materials and displays that relate to the visit should have a unified theme and layout. This should
usually include the institution's name or initials, "NCA team visit," the date. A logo that incorporates the
institution's name and NCA should be used. Here are some applications:

Cover of Self-Study Report and appendix

All brochures related to the visit

Executive summary

Name badges (team members and all who may meet team members including staff, guests and students
in meeting groups)

"Welcome" banners and posters

Unusual Items

The team members will often arrive on Saturday (for a visit that begins on Monday morning). An offer to
provide them with information on interesting features of the community, and to accompany them. is
appreciated. However, you should not forcc a team member to accept. since many' will use the time to prepare
for the visit.

A pre visit by the team chair is seldom required except in unusual circumstances. The NC'A staff liakon must
make arrangements with the team chair and approve the pre-visit.
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Communications

A series of internal press releases should be published in the appropriate college newsletter to keep college
personnel informed of the progress on the self-study, from the beginning through the final action by the
Commission.

The board of trustees should be briefed periodically about the process and their role in the self-study.

State boards or other agencies that have responsibility for the institution should receive appropriate
information.

Copies of the completed Self-Study Report and appendix should be available to all staff members upon
request and should be placed in all key offices and libraries.

Appropriate press releases should be distributed at the conclusion of the visit and when official. final action

is completed by the Commission.

Summary

A successful NCA accreditation team visit is based on effective and thoughtful logistics planning coupled with
precise execution of the plan. A strong and cooperative working relationship between the team chair and the
institution is a key component of a satisfying visit.

Carroll L. Bennett is Evecutive Dean, Newton Des. Moines Area Community. C'ollege Polytechnic, Nev, tHri.

Naiwy DeSomhre is President, Harold Washington College, Chicago. IL.

Curt Vandivier is Vice President of Student Services, Des Monies Area Community College, Ankens, /A.
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Putting Technology to
Work for You

Donald J. Lind

The Traditional Role of the PC

With the availability of sophisticated PC software the Self-Study Report should be a great looking document.
In the hands of a skilled person a powerful word processor or desktop publishing package can do wonders for
an otherwise drab looking report. However, the fact is that regardless of how impressive the document appears,
the institution's accreditation status depends upon the organization, completeness, and veracity of its contents.
Until recently the PC has been of little assistance in this aspect of the self-study process.

When one studies the nature of information, three characteristics inevitably surface. Information must be
accurate, complete, and timely. Accuracy in the self-study process relates to fidelity with which the self-study
document reflects the institution's operational mode. Completeness depends on the extent to which the study
addresses all the North Central criteria and General Institutional Requirements (GIRs). Timeliness refers to two
aspects of these activities-first, making sure that the reported activities correlate to when they actually happened,
and second, getting the various reports and materials to North Central on time.

Special Needs of the Self-Study Coordinator

The Self-Study Coordinator and the various chairpersons of major committees must handle massive amounts
of information. Inherent to this process are tasks of gathering the information, organizing , editing, and reporting
it. These neople have to be both diplomats and task masters at the sante time. Included among the special needs
of the Self-Study Coordinator are the following:

The ability to bring assigned tasks into sharp focus.

The ability to bring organization to a task.

The ability to communicate well.

The ability to read and follow instructions.

The ability to utilize information technology.

The Ability to Bring Assigned Tasks Into Sharp Focus

The most important ability of a Self-Study Coordinator is to provide strong and effective leadership to his/her
peers. Translated into action, this may be thought of as the ability to bring assigned tasks into sharp focus.
Committee members should never be put into a position where they are not sure what it is they are to do. This
can be best accomplished in two ways. First, specific assignments should address a limited number of items.
Second, identification of major NCA criteria or GIRs should be clearly associated with each assignment.

Technological Implications. The Self-Study document must address three sets of topics: the five
Criteria for Accreditation, the twenty-four GIRs, and all major functional units of the institution. The
implied permutations can be mind staggering. Cross-indexing between these factors can be a life-saver!
Such cross-indexing can he accomplished by a spreadsheet such as Lotus, Quattro, or Excel. When
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topics are assigned to committees, these should be clearly monitored in an effort to assure that all major
areas are being covered.

The Ability to Bring Organization to a Task

It is vital that a clear picture of the overall self-study process is always at hand. An effective Coordinator will
make sure that committee chairpersons and members always have a sense of where they are and where they need

to he.

Technological Implications. The NCA Self-Study Coordinator must be in a position to provide
ongoing updates as to the extent of completeness and direction of the self-study process. This can be
accomplished by templates stored in a word processor. These templates may take the form of memos
to committees with check-off lists of what has been done and what is still pending.

The Ability to Communicate Well

Obviously the Self-Study Report must be imminently readable. Spelling, punctuation. and grammar must he
checked and rechecked. The impact of reporting a institutional job well done can be lessened by a report marred
by distracting errors and/or sloppy writing.

Technological Implications. Current state of the art software ,:an provide an abundance of assistance
in checking spelling and grammar. Most popular word processors such as Word for Windows.
WordPerfect, and AmiPro when put through their paces can prove to be a great deal of help. Another
feature to consider is the thesaurus found in the better word processors. Properly used a thesaurus will
suggest alternative words for favored ones used repeatedly. One caveat is in orderin the final analysis,
the document must be proof-read by a skilled reader.

The Ability to Read and Follow Instructions

North Central provides a copious supply of detailed information as to what is required. why it is required. and
how it is to be reported. There is no reason for a Self-Study Coordinator to produce a document that falls short
in addressing all major requirements sought by NCA.

Technological Implications. Because the volume of detailed information is so abundant the problem
that often arises is that of keeping track of all of it. Notes referring back to page references within NCA
booklets and materials can be a great help. The Notepad feature of Windows should not be overlooked
in considering arious options. The database feature of many spreadsheets is another tool one may want
to utilize. A listing of what is required and where the various citations may be found can make the
difference between possible confusion and true lucidity of action.

The Ability to Utilize Information Technology

The Self-Study Coordinator should never allow himself/herself to be taken hostage. This can come about when
a Coordinator decides to utilize technology and/or software little known to him/her. If the Coordinator has to
turn over everything to another person and wait for that person to respond, a hostage situation may in fact come
about. This is not to say that the Coordinator has to be well-versed in the software used, but rather that the
Coordinator knows what can be done using certain technology and that there is a least one other person that can

assist in the event of a work stoppage.

Technological Implications. The software used in the production of the report as well as the exchange
of information should be selected by the Self-Study Coordinator. If the histitution has a campus-wide
computer network, serious consideration should be given to its use in reporting findings within
committer and from committees to the Coordinator. The major consideration in both of these options
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is that of uniformity of reporting. The ability to merge one report directly into another can make the jobs
of everyone much simpler.

If the Coordinator lacks a comprehensive set of software skills, the assistance of someone with such skills
word processing, spreadsheeting, and some database--can be a great help. A thorough familiarization with an
integrated package such as Microsoft Office is a definite asset. Regardless of what the final selection is, make
sure that the ability to create tables of contents and report indices are at your finger tips.

Another important feature of the final Self-Study Report is the use of graphs, charts, and pictures. Most leading
word processors now include the ability to handle these needs. Desktop publishing packages should also be
considered. Software such as PageMaker 5.0, Quark XPress 3.3 for Windows, Micrografx Designer, and
CorelDraw provide the user with numerous means of combining text with graphics. Graphs should be large
enough to be easily read as well as all data and notations associated with them. A good rule of thumb is to have
no graph less than a half a page in size. Of extreme importance is the practice of insisting that all graphs be
generated from the same software base, otherwise graphs that are similar in nature may take on varying
appearances and become distracting to the reader.

Last but not least is some knowledge of and access to the Internet. Tremendous advantages can be realized by
sharing information among colleges. Identifying colleagues in similar institutions is a good first step.
Networking with those in the accreditation process and especially those who have just completed it may just
be the advantage needed to get the self-study process off to a great start.

Conclusion

The Self-Study Coordinator should take advantage of as much technology he/she has access to and feels
comfortable with. The term "overwhelming" is often heard as people describe their first encounter with the self-
study process. Information gathering and progress in committee activities can be organized and monitored by
the PC. Utilization of an integrated software package such as Microsoft office is one possible solution to this
challenge.

More specificity and sophistication in task management can readily be obtained if the Self-Study Coordinator
has access to the services of someone adept in basic programming skills and data management. By carefully
laying out the requirements of the overall process, a person using software such as dBase V, Access, or Paradox
can assemble a working system with relative ease. Such efforts up front can pay big dividends down the road.
As is usually the case, planning and organization can be the crucial factors of a self-study process well done!

Donald J. Lind is Chair of the Mwh/Science Divishm, Coffeyville Community College. Coffeyville, KS.
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Meeting the
Multi-Campus Challenge

Barbara R. Lee
Bill Bates

Facing a self-study and on-site evaluation for North Central Association accreditation is daunting enough.
Facing it as a newly merged, six-campus technical college seeking initial accreditation made the prospect
foreboding. As we worked our way through the process, however, we not only learned a great deal about
ourselves as a college, we validated a concept that had been a driving force in our merging in the first place: we
can achieve more together than we could separately. We also discovered firsthand the obvious: working together

is more complex than working alone.

Northwest Technical College (NTC) was formed by the 1992 merger of six northern Minnesota technical
colleges located from 50 to 150 miles apart. The recency of the merger and the distance between campuses
created obvious challenges, and throughout the self-study process, these factors exerted a continuous influence
on what we did and how we did it. Thorough planning and careful attention to detail undergirded the process
from application through team visit. While these principles helped keep our process focused and "on track." the
fact that the college made the requisite commitment of time and money to the process was critical to our success.

In retrospect, the aspects of the process that seemed to be particularly affected by the fact that we had more th..m
one campus include getting college-wide involvement, communicating, writing the report, gathering and
organizing the exhibits, and coordinating the team visit. While every college's situation will be unique
depending upon its structure, perhaps a review of NTC's experiences may spark some ideas for other multi-
campus/multi-site colleges or at least help them anticipate and avoid some of the potential stumbling blocks on
the accreditation path.

Getting College-Wide Involvement

The college's NCA steering committee, which we dubbed the Accreditation Committee, included representa-
tives from all campuses. As is true for any college regardless of number of campuses and/or sites, it was critical
that our steering committee be composed of members who were respected by their peers. knowledgeable of the
college, dedicated to excellence, able to communicate and motivate, and willing to work hard. In addition, as
a multi-campus college, we needed to ensure that each campus was well-represented on the committee:
consequently, each campus had two members on the committeeone faculty and one administrativeand each
college-wide division (custom training services and farm business management) had a member. These
Accreditation Committee members did more than just "steer." They became the NCA "standard bearers" on
their campuses and provided leadership for this effort. In addition, they formed a solid communications link.
ensuring that campuses were kept up-to-date and relaying the input of their campuses back to the committee.

The Accreditation Committee recogniied that the self-study process would provide a strong vehicle for the
campuses to work together to achieve a common goal. thereby facilitating the process of effectively merging
the campuses. Thusfacilitating the merger became one of the main goals of our self-study, along with our goals
of self-improvement and attaining accreditation. By establishing these clear goals and keeping them continually
before us. the campuses pulled together in a mutual effort to prove our adopted motto: We Are Worthy.

Since we were all nov ices at this and since we knew that our structure would make our self-study more
complicated than most. we "picked the brains" of other people as we started our planning. To gain the knowledge



294 /A Collection of Papers on Self-Stud and Institutional Improvement, /996
_

that we needed, we sought the assistance of someone who had coordinated a successful multi-campus NCA self-
study a few years previously; we invited Steve Crow, our NCA staff liaison, to come and visit with us; and we
sent several people ( including our Self-Study Coordinator, vice coordinator, college president, academic vice
president. assessment director, and sonic of our Accreditation Committee members) to the NCA Annual
Meeting in Chicago.

We established a realistic timeline, allowing ourselves two years from the time we submitted our Preliminary
Information Forms to the time of our team visit. We knew that involving all campuses would slow down the
actual process of the self-study, so we factored that into our timeline. Just getting together to meet is more time
consuming than for a one-site college. Had we tried to rush this any faster than we didamidst all the other work
the committees and individuals had to do the quality of the self-study results would have suff2red.

One of the first jobs of the Accreditation Committee was to determine the structure of the self-study. Would we
do six individual campus studies and then combine them, or would we do one college-wide self-study from the
start'? The Committee chose the latter, recognizing that this would intensify the complexities, but also realizing
that this would result in a true college self-study. The next problem, then, was designing the process for the self-
study. The Accreditation Committee decided to utilize the existing committee structure of the college to
integrate the self-study into the normal planning process. rather than form special NCA committees. Because
this structure involved campus sub-committees affiliated with related college-wide committees, it created a
natural opportunity to involve people at the campus level and at the same time it provided a mechanism to meld
the input gathered at the campus level into a college-wide position. Critical to this was the fact that the
committees were composed of diverse membership (faculty and staff, male and female, long-time and recent
employees) and were established according to functione.g.. curriculum, human resources, facilities and
finance, assessment, and so forth. This ensured that the various aspects of the NCA criteria fell under the
parameters of one of the college committees. The executive council, composed of college and campus
administrators, was also included in the self-study.

An additional reason for utilizing the existing committee structure was that people were already having to attend
many committee meetings as we worked on the various structures and processes of our newly merged college.
Setting up a parallel structure that required an additional set of meetings would have been counterproductive.
By using the existing structure, the self-study could be combined with the committees' other assigned duties
and performed in conjunction with regular committee meetings. To elicit the needed introspection required by
the self-study, the Accreditation Committee assigned to each committee, including the executive council, a set
of questions specifically designed to address aspects of the NCA criteria related to its function. In this way, not
only was comprehensive input gathered. but the committees were also able to utilize the criteria to help assess
and focus their own efforts.

Communicating

Maintaining communication is always a challenge. hut it is especially critical when the participants are as widely
dispersed as OLIN. Not only did we need to communicate among the faculty and staff, but also with the students
and the communities in which the campuses are located.

Communicating with the campuses was handled in several ways. We developed and distributed a handbook that
outlined our self-study in detailincluding goals, process. time line, flowchart. draft table of contents of the
report, and committee questions for the self-study . Accreditation Committee members met with the faculty and
staff on their campuses several times during the course of the self-study to give information and answer
questions. In addition to communicating with individuals and groups on the various campuses via memo (thank
goodness for the FAX machi ne!! ). an NCA newsletter was distributed periodically to everyone on all campuses.
This newsletter was designed to keep people informed of the progress of the self-study, to keep them apprised
of activities related to the self-study, to provide information iegarding NCA and its components, and to
communicate the particular% of the team visit. To ensure that all communications regarding NCA were attended
to. we printed every-thing that vs. as related to NCA on orchid-colored papera gimmick. perhaps, but an
effective One.



Chapter Xl. Self-Stud% and Evaluanon: Practwal Advice /295

To facilitate communication between itself and the college committees, the Accreditation Committee assigned
one of its own committee members as a liaison to each of the college committees and to the executive council.
This liaison's main purpose was to provide a communications link. This included explaining the self-study
process, delivering the assigned questions for the self-study, working with the committee chair to ensure the

timely completion of the self-study (clarifying questions, communicating expectations, and pushing for
completion when necessary), and facilitating the collection of the completed responses. This liaison was more
critical for some committees than for others, but at the very least, the liaison formed a concrete connection to
the Accreditation Committee.

The Self-Study Coordinator also met with the college's governing board several times during the course of the
self-study. The board members received copies of all the NCA newsletters and other pertinent communications,
and they were invited to NCA in-service activities held on the campuses. In this way, the board members were
kept involved every step of the wayfrom application to self-study to team visit.

The ultimate means of communicating was the report itself. The final printed report was distributed to all faculty,
staff, and administrators. This was the culmination of our efforts and, as such, the Accreditation Committee felt
it important that everyone receive his or her own copy. The board members, of course, also received a copy.
Because the Self-Study Report is a comprehensive reflection of the college, it is an invaluable resource. The
report defines the collegenot only for North Central Association, but also for ourselves and for anyone else
who wants to learn about the college. This blanket distribution also helped ensure that the report became an
integral document in the ongoing operation of the college.

As the date of the visit approached, the Accreditation Committee recognized the need to educate people
regarding the NCA team visit, not only because this was a new experience for all of us, but also since our visit
would be necessarily quite complex. To help give everyone a better idea of what to expect, the Self-Study
Coordinator and vice-coordinator visited each campus foi a faculty/staff in-service session that included a
discussion of the nature of the team visit and detailed information regarding the schedule of the visit for their
own and the other campuses. We also invited people from other accredited technical colleges in the state that

had recently hosted a successful team visit to come and tell us about their experiences.

Various methods were used to communicate with students. Campus Accreditation Committee members met
with the Student Senate on each campus to answer any questions and to ensure that they were "up to speed" on
the self-study and the impending visit. The Senate members met with other students and communicated with
them through their own newsletters. Group information sessions wei-e held. In addition, campus NCA task
forces used such creative means as posters, table tents, question/answer sessions, and contests to involve and
educate students regarding NCA, the self-study, and the visit.

We used a number of ways to communicate with the communities in which the campuses are located. Members
of the campus task forces and/or campus administrators appeared on local radio talk shows and met with
community groups to tell them about our self-study. Faculty discussed it with advisory committees. We printed
an executive summary and this was shared with community leaders and groups and with advisory committees,
and news releases were submitted to area newspapers. In these ways, we tried to ensure that everyone knew that
"NCA [was] Coming our Way!" (as one of our many posters proclaimed).

Writing the Report

Because of the added difficulties in compiling a report from such diverse input and the added potential for errors
and/or inconsistencies, the Accreditation Committee decided that we needed to utilize one report writerone
who was already familiar with the college. Utilizing one writer facilitated writing the report with "one voice."
Using a writer who was familiar with the college resulted in that writer being able to pull together the various
responses from the college committees and meld them into a cohesive unit. In addition, that writer was able to
recognize inconsistencies and find hoies in the information and to request additional information where it was
lacking. In ourcase. the most logical person to write the report was the Self-Study Coordinator, who was granted
release-time in order to complete this enormous task.
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To gather feedback on the self- study report and ensure its accuracy, the initial draft of the report was returned
to the committees for review and feedback. This was particularly necessary since the report had to accurately
reflect all six campuses. In addition, the initial draft and all subsequent drafts were reviewed by the Accreditation
Committee, the college's Executive Committee, and college committee chairs. The drafts were also made
available to all interested faculty and staff.

One part of the report that was more complex for us as a multi-campus college was the completion of the Basic
Institutional Data (BID) forms. With a multi-campus college, the BIDs must be completed by each campus. This
is not as easy as it sounds. As we completed our own BIDs we discovered that some "up-front" decision-making
was needed in order to ensure consistent data. Because the forms were completed by different people on different
campuses, we needed to come to a common interpretation wherever the requested information was somewhat
ambiguous and/or the terminology used by North Central wasn't exactly the same as ours. For example, how
do we define and calculate which students are "part-time" and which are "full-time"? Since we don't normally
refer to our first- and second-year students as "freshmen" and "sophomores," how do we distinguish? In
addition, we needed to determine which information was only available at the college level, and which at the
campus level. Because we had BIDs for six campuses, we ended up with 128 pages of BIDs!

Gathering and Organizing Exhibits

Ose of the most cumbersome aspects of the self-study was gathering exhibits for the resource rooms. Besides
the normal decisions regarding what to collect, we had to determine which exhibits needed to be gathered for
each campus, which for the college, and which for both. Each campus had a resource room that housed both that
campus's exhibits and the college exhibits, which were replicated on each campus. One campus was designated
as the college resource room. It was at this campus that all team members would ultimately gather after the
campus visits so all team members would have access to this college resource room. This resource room had
copies of major exhibits from all six campusessuch things as the campus-specific student and faculty
handbooks, program fact sheets for all programs in the college, and so forth. At first, we had contemplated
replicating all the campus exhibits on each campus. We quickly discarded that notion, however, as we
discovered just how much material was gathered for our exhibits. Far too many trees would have had to have
been sacrificed for what we ultimately determined was unnecessary duplication.

Another consideration for the resource rooms was how to organize them. Since team members would be visiting
more than one campus, we felt it important to have our resource rooms similarly organized so the team members
wouldn't have to figure out a new system at each campus. We decided to pull our exhibits torther by topic into
three-ring binders rather than filing things in file cabinets. To make the material more accessible, we had master
lists of the exhibits in the resource rooms. While this procedure worked fairly well, we discovered that it is
important to come to agreement on this master list early in the process. and to agree upon on organizational
system. We went through several drafts and came up with different versions of the master list as we proceeded
through du: self-study. This confused the issue and as a result, our exhibits were not as alike as we had hoped
they would be.

An important factor in the organizing of the resource rooms was the fact that wc appointed a resource person
in charge of exhibits at each campus. These six people met several times during the self-study; however, we
didn't think about doing this until we were well into the study. If we were to do it again, we would appoint
resource people and come up with an agreed upon master list and the organization of the lxhi hits much earlier
in the process. We found ourselves backtracking and redoing more than we would have liked. In the end,
however, wc were very pleased with the result. Our resource rooms were quite complete and our exhibits were
easily accessible, according to feedback we received from the team.

Team Visit

The normal intricacies of a team visit are, of course, magnified by the complexities present when several
campuses are involved. As the time of the visit approached. the Accreditation Committee recognized that we
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needed help. The committee members could not carry out this part of the operation by ourselves. One of the most
important and effective creative decisions of the committee was the formation of campus NCA task forces.
These task forces were composed of energetic, creative people who "took the ball and ran with it." While the
Accreditation Committee was most involved with the self-study process, the campus task forces can take credit
for the success of the team visit.

These groups took charge of the campus arrangements for the visit, including coordinating the schedule;
arranging for facilities, refreshments, and group sessions; educating community members regarding the
impending visit; and preparing the campus for the visitboth physically (in terms of facilities) and mentally
( in terms of faculty and staff preparedness). By the time the team visit was nearing, the Accreditation Committee
was fairly well worn outafter two+ years of planning and working. The infusion of this new enthusiasm was
contagious. and the energy generated by these creative people was infectious.

As might be expected, coordinating the team visit was a particular challenge considering the number of
campuses and the number of miles between them. Our college president, Self-Study Coordinator, and team chair
had more conversations than is probably usual in planning for the logistics of the visit. It was decided by the
team chair that the seven-person team would split up into two-person teams who would each visit two campuses.
spending one day on each campus. The most logical combinations of campuses for a team (two campuses per
team) were suggested by the Self-Study Coordinator. The team chair accepted those suggestions, then paired
the team members and assigned their two campuses. Arrangements for lodging were made by our campus task
forces. The chair himself took charge of visiting with college personnel and with our college-based custom
services division. The entire team met as a unit the first night and the last night of the visit. They spent the
intervening two day s visiting campuse!-.

Logistically, of course, there were many details to take care of. For example. we provided cars for each two-
person team and the chair at the beginning of the visit, along with detailed, well-marked maps so the team
members could easily get from one campus to the next without difficulty. In addition, since this was northern
Minnesota and our visit took place in February, we had to be concerned about weather. We provided the team
members with cellular phones so they were never out of touch. This served two purposes: it provided a safety
measure when the teams were driving between campuses, and it ensured that the team members could contact
the other team members anytime they wanted. We felt that it was important to try to minimize the effects of the
team members being physically separated. With the phones always at their disposal. the other team members
were never more than a phone call away, even while they were traveling. There were, of course, many other
details to arrange; however, we found that all the time spent in anticipating and planning for every aspect of the
visit more than paid off, as the visit went more smoothly than we could have hoped. Even the weather cooperated
although we can take no credit for that!

While we had been concerned that one day on a campus would not be enough time for a thorough review, we
were impressed with the amount of work the team members accomplished in that short time. Of course, the time
restrictions meant that it was more critical than ever that we be well organized. The teams had no time to waste
waiting for groups to convene or searching for materials. This is where our campus task forces and resource
people were critically important. They had everything planned and organized from the minute the team
members set foot on the campus until the minute they left. Groups were convened in the appointed rooms, people
were available to the team to locate any individuals and/or materials the team requested. refreshments and other
arrangements were all taken care ofall courtesy of the task forces.

On the eve of the final day of the team visit, the team members regrouped on one of the campuses to discus!,
their report. decide on their recommendation for the college, and develop the content of the exit interview. We
felt it was important that all campuses he able to participate in the exit interview, not just the campus on which
the team was physically located: thus, we arranged for the exit interview to be broadcast over our interactive
television system so that people on all campuses could view the interview as it happened. In this way. when the
team chair announced that we were being recommended for accreditation, we were all able to share in the elation
of the moment.
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Conclusion

All in all, while the inherent complexities involved with a multi-campus college make the whole process a hit

more challenging, the resulting satisfaction of meeting those challenges effectively and of ending up with a
definitive self-study and a team visit that takes place without a "hitch" is likewise increased. Our NCA theme,
We Are Worthy, was validated, and we allall six campuses of NTCcould share in the satisfaction of meeting

the challenge and ultimately achieving our goal: North Central accreditation.

Barbara R. Lee is lnstrm.tor of Developmental English and Math, Northwest Technical College, Bemidji, MN.

Bat Hati's is Dean of Student ServiceA, Northh est Technical College, Wadena, MN.
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Getting Started on the
SelfStudy Process:
institutions Seeking

Initial Candidacy

Diane 0. Tebbetts

Unaccredited colleges decide to seek accreditation for a wide range of reasons. In the case of Ozarka Technical
College, a small rural, comprehensive two-year college, reasons included conversion in 1991 from a
postsecondary vocational technical school to a college and legislation stating that this new college would cease
to exist in 1997 if it had not achieved accreditation. Although "the Vo Tech" had for some time been accredited
by the Commission on Schools, no one there had any experience with the Commission on Institutions of Higher
Education and its Preliminary Information Forms, assessment plan requirements, General Institutional
Requirements, and Criteria for Accreditation. Needless to say, amidst the excitement of being among the dozen
or so schools in Arkansas taking this very big step, apprehensions about the process of gaining that accreditation
lurked.

Ozarka's experience, however, has turned out to be a very positive one, leading to a stronger focus on mission,
better planning to meet community needs, productive involvement of faculty in college governance, and
ongoing assessment of effectiveness in meeting institutional objectives. Ozarka is a better college for having
gone through the candidacy program. Obviously, we have found that the greatest rewards have"been much more
than simply being able to state in our catalog that we are accredited by NCA. The journey has been demanding
but very much worth the effort.

Self-study coordinators find themselves responsible for both managing the entire process and making sure
everyone involved perceives it as a valuable undertaking. While the job is certainly demanding, it can be
accomplished by keeping everyone informed, establishing a clear structure for getting the work done, teaching
committees to move beyond description to evaluation, producing a professional quality document, and meeting
the evaluation team members' needs while they are on campus.

Keeping Everyone Informed

Who has an interest in your institution's becoming a candidate for accreditation? These are the groups and
individuals who should be kept up to date about the self-study process. but the coordinator is not the only person
who should be doing the communicating. From the beginning, the campus CEO must be visible and voluble
in attendance at major meetings where the decision to seek accreditation is announced or where progress reports
are being shared with faculty, staff, and students, and speaking forcefully of the value of undergoing self-study
to achieve accreditation. Campus leaders, members of the Self-Study Steering Committee, trustees, major
contributorsall can become effective spokespersons for the importance of what the college has undertaken.

In the beginning, the campus community must be educated about why accreditation is important to the college,
what the steps will be, what will be required, end even what some of the terminology means. "Assessment of
student learning" may not mean the same thing to everyone who hears it, for instance. Later, as committees
progress from collecting information to drawing conclusions, the campus should know what those conclusions
are.
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Channels of communication can include news releases, memos, e-mail, internal newsletters, alumni bulletins,
student newspapers, and the whole range of campus and community meetings, such as staff meetings, standing
committee meetings, student government meetings, required convocations, meetings of the board of trustees,

and civic club meetings.

Structuring the Process

Who will be involved? What will their responsibilities be? When must various tasks be completed? The
coordinator should begin by finding answers for these three questions, knowing that answers will vary widely
depending on the nature of particular institutions.

The decision on who will be involved is not the coordinator's alone. The CEO should certainly play a major role
and may even wish to select all committee chairs, who will then serve as the Steering Committee. Other senior

staff and faculty leaders may also be involved. Committees may be formed by appointing members, asking for
volunteers, or some combination of these two. At Ozarka, the president and coordinator selected the Steering
Committee, involved those persons in naming the individual working committees, and also encouraged
interested persons to volunteer. While employees probably function best as committee chairs, in some cases a
community leader or trustee may prove to be a good choice. Certainly, students, trustees, and interested citizens
should serve as members of at least some, if not all, of the committees.

The first thing each committee will want to know, naturally, is what its responsibilities are. The coordinator

should have a written job description for each committee, including questions to be answered, information to

be located, sources to be checked, and reports to be completed. The Handbook of Accreditation is essential in

developing helpful job descriptions, and coordinators may also find the annual Collection of Papers on Self-

Study and Institutional Improvement useful as well. Ideally, each committee's report could become a chapter
of the self-study, but in reality, an editor will doubtless have to rework the materials submitted into aseamless

whole. The coordinator and editor (who may or may-not be the same.person) will have to decide on the most

effective format tot reports so that information can be easily incorporated into the larger document.

Committees will also need deadlines, so the coordinator must develop a feasible timeline for theentire process.

The best place to begin is at the end: when does the college want the team of NCA Consultant-Evaluators to visit?

Working backward, the coordinator should set dates for submitting interim committee reports and final reports,

making requests for additional data, editing and formatting the text, completing the B. it; Institutional Data

forms, printing and binding the self-study document, and getting it in the mail a month in advance of the visit.

For small colleges, six months is a bare minimal to get everything done, assuming full-time commitment of

the coordinator. A year or even eighteen months is better. Larger institutions may require two full years.

Institutions should resort to a shortened timeline only for compelling reasons because the stress inevitably

associated wilt the accreditation process will be compounded, perhaps to a counterproductive level. Everyone

involved must keep in mind that se:f-study is a valuable way to strengthen the college and thus deserves time

for thorough research and thoughtful, unhurried consideration.

Moving front Description to Evaluation

The self-study must be more than a snapshot of the current state of the college: it must also convince the

evaluation team that the college has the fiscal, physical. and human resources to achieve accreditation and to

sustain itself into the future. While teams expect that institutions entering candidacy do not meet all five Criteria
for Accreditation, they must be convinced that the college understands its strengths and weaknesses, as well as

the opportunities and threats presented by its environment. Assessment plans and formal institutional planning

processes may he in their infancy. but at a minimum the self-study must take an evaluative stance.

For instance, rather than simply providing a table of such faculty data as educational level, years of employment,

gender, and age, the committee accumulating this information must step back and ask what it all means. Are

issues of diversity being addressed? Are significant numbers approaching retirement? Do particular depart-

ments experience a high rate of turnover? Why is the situation like it is? Does something need to bc done about
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it? What new costs might be involved? Where could the money come from? When could changes realistically
be implemented? The Steering Committee must then examine the committees' perceptions and recommenda-
tions and decide, given the overall situation at the college, which are significant enough to go into the self-study
document.

Producing the Document

The team forms its first impression of the college from the self-study and other documents submitted before the
visit. The self-study also becomes a valuable reference for new and continuing employees' internal use. For both
reasons, the document should exhibit high quality, especially in its contents but also in its appearance.

The quality of the contents is, of course, of paramount importance, and the campus experts should be involved
that is, the English faculty, who should at the very least be asked to proofread the final draft. The editor certainly
may come from another discipline but must have excellent writing skills, an understanding of how to organize
and structure written communications, and facility in producing a well-supported, grammatically correct, and
stylistically effective persuasive essay.

Also important is the way the document looks. Here, art or business faculty and the public relations staff may
have valuable expertise. Most colleges can produce attractive text, graphs, and charts using one of the
proliferating word processing or desktop publishing programs and a laser printer. Some can even print attractive
covers. At Ozarka, the business information technology faculty worked with the coordinator to design camera-
ready copy for cover, chapter dividers, and text, which were then sent out for commercial printing. College staff
assembled and bound the volumes.

Meeting the Team's Information Needs

When the self-study is over, it still isn't over because all the information the team will want to see cannot, and
should not, be packaged between two covers. It is preferable to provide a thorough but concise self-study
document of less than 200 pages, including appendices and Basic Institutional Data forms. Important
information not contained in the materials mailed to the team should be gathered and organized in the Resource
Room.

One way to organize materials is by the five Criteria for Accreditation. It is also helpful to have supporting
materials for the General Institutional Requirements assembled all together in labeled folders so that team
members do not have to spend time searching through voluminous committee minutes, policy manuals, student
records, audits, and all the other stacks of paper it seemed important to include in the Resource Room. However
the materials are organized, they should be clearly labeled, with a one- or two-page index furnished to each team
member.

At Ozarka, individual file folders went into labeled hanging files that were arranged in inexpensive plastic file
boxes oii a long counter top, each box labeled to correspond to a major heading in the index. Binders containing
minutes or policies and procedures were also labeled on the spine and placed appropriately between the file
boxes. Many colleges use file cabinets to hold all the materials.

Conclusion

Gaining accreditation is truly the proverbial "journey of a thousand miles." That first step, be nning the self-
study for initial candidacy, seems a great distance from the final goal. By keeping people informed, structuring
the process carefully, evaluating thoughtfully, and planning for changeand providing the team with all the
information it needscolleges will make progress on the journey.
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Dame 0. 'Feb/was rs V'ice President lor Plannmg and Assessment. OzarAa 1 ecluneal College. Melbourne, AR.
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Using the New Criteria to
Build Toward a

Successful Team Visit

Karen L. Hodges
Jim Hall

Introduction

A new institution of higher educationwhether "new" means absolutely new or newly focusedis a fast-lane
enterpris... Change is the byword, change resulting from new programs. new faculty, new staff. new emphases.
new. . facilities. The positives of "new" are many and desirableexcitement, energy, challenge, creativity,
opt imism, faculty and staff mutually engaged in shaping possibilities...But the negatives of "new" can exist as
wellraw, changeable, untested, tiring.

A new institution will reach a point when the negatives threaten to overwhelm the positives, the point of potential
burnout. At this point an institution will need to pause in its history to locate its defining voice, to drop anchor
and stabilize, to assess its journey so far before relaunching into its future. It is at this point that an institutional
self-study is imperative, and one anchored in an objective, external definition of "effective institution." This
canonical definition, such as that provided by North Central' s 24 General Institutional Requirements (GIRs) and
five Criteria for Accreditation, allows an institution to determine how it is progressing according to standards
established by professionals.

NorthWest Arkansas Community College NWACC) realized that it was nearing this crossroads in May of
1993. Since 1990 it had existed as an independent and comprehensive community college (between 1974 and
1990 it had been a branch campus of another institution), had grown from 1,200 to 2,000 students, and had two
site visits (1991 antl 1993) as a candidate institution for North Central accreditation. Even though a two million
dollar increase in state funding was in 1993 still only a hope and a 90,000 square foot central facility little more
than a blueprint, a College committee decided it was time to move from building toward an accreditable
institution to declaring itself arrived and accreditable. Various factors played into this decision, not the least of
which were desires for greater stability and effectiveness. To NWACC Steering Committee members making
this decision, there had been a perceptible change in the rhythm of the institution- from start-up frenzy to more
staid reflection. This, too. became a signal for the institution to shift its focus during the next two years from
candidacy to accreditation.

One thing important to underscore is that the cbanging rhythm of the institution preceded any decision to seek
accreditation. The committee wisely realized that North Central's granting of accreditation to an institution is
analogous to awarding a blue ribbon in recognition of excellence in some regard. Accreditation is not the most
important end goal; an improved learning environment is. Although the two processes overlap, the life of an
institution must take precedence over an accreditation self-study. A college can manage this balance profitably
by using established accreditation guidelines as a blueprint for assessment and improvement of institutional life.

The decision at NWACC to seek accreditation came, too, at a time when NCA guidelines were fluid. After
causing initial worry because they were not complete and wc.re rsefered to institutions in draft form, the revised
North Central Criteria for Accreditation proved a boon to NWA 2's crossroads assessment. They were helpful
both philosophically and practically. The revised wording of tne criteria and the accompanying explanations
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underscored for the self-study coordinators that a particular philosophy of what higher education is must be
embraced by NWACC before accreditation could be granted: higher (not merely postsecondary) learning (not
simply teaching) must form the heart of the institution, be offered ethically, and be demonstrable through
patterns of evidence not just for the present but for the fin ure as well. With its emphasis on thinking and research
skills, on interdisciplinary study, on innovative classroom methodology, on enabling students to develop,
NWACC appeared at the outset to embrace the spirit of the standards.

Evidence to prove that NWACC met this definition was ample in some areas, skimpy in others, and altogether
scattered. To date, NWACC still does not have the wherewithal to hire an institutional research director to
centralize these data. This is where the new criteria provided practical aid and helped keep a two-year
assessment focused.

El The institution has a clear and publicly stated purpose consistent with its mission...

Except for the basal GIRs, no criterion is more fundamental to an institution than North Central's
Criterion One. And for an institution at a crossroads, no assessment is more important than to determine
the viability of its mission statement. For these reasons, in a series of institution-wide, grass-roots
meetings, NWACC chose to use its mission statement as a major organizing principle for its self-study
(see accompanying mission statement). The statement was dissected into ten different goals and
objectives. Each goal and objective formed the basis for a committee (see chart).

The ten study committees evaluated each goal and objective of the College mission statement on the
following bask:

How human, financial, and physical resources have been organized to accomplish the purpose/
objective listed in the mission statement (Criterion Two):

How multiple patterns of evidence show that this purpose/objective is being accomplished
(Criterion Three): and

How this purpose/objective is being accomplished with integrity (Criterion Five).

This approach had an additional bonus for a college that had already gone through two self-studies in
three years: it was different and thus sidestepped a potential "hohum," or formulaic attitude. The
previous two self-studies had been organized by a combination of College departments and North
Central candidacy criteria. Organizing by institutional objectives provided new insight and interest at
a crucial time as well as being more germane to the institution at the crossroads.

CI The institution is accomplishing the purpose of its mission...

As indicated above, this criterion was applied ten times in the course of the self-study, an emphasis
befitting its centrality in leading an institution to excellence. Its importance was also underscored by
the time and care taken to prove the repeated assertionsthe "multiple patterns of evidence"that
NWACC was meeting its stated goals. The study committees spent more time on determining,
gathering, evaluating, and arranging these patterns than on any other activity. That which could not fit
into the self-study document per se were arranged into files of supporting documentation and located
in a resource room for evaluation team members to use at their discretion.

An entire and separate document was also produced to augment this recurring theme of the self-study
Assessing Student Academic Achievement. Whereas the study committees were mixtures of faculty,
staff, administration, students, and community members, the committee that produced the learning
assessment document was entirely a faculty entity. Assessment is, in our opinion, a faculty privilege and
responsibility. This group purposefully worked independently from the other study comm:ttees in
determining the instruction-caused changes that students undergo while enrolled at NWACC and how
these changes are both currently measured and should be measured in the future (see chart). The
resulting information both formed a separate document part of volume two of the self-studyand
fed into the appropriate spots in the institutional assessment.
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NWACC Mission Statement
The Mission of Northwest Arkansas,Community

College is to meet the educational and occupational train-
ing needs oi the citizens of the community co"ege

which is its primary service area, as well as Benton
County and selective aojacent areas of northwest
Arkansas. Central to this mission will be a responsive-
ness to local needs that are not met by any other educa-
tional entity.

NWACC maintains an open-door admission policy. The
intention of this is to enhance student's growth in such
areas as intellect, cultural awareness. critical thinking,
economic improvement, health, self-respect considera-
tion of others. and formation of further development of a
value system

NWACC exists to provide the most cost efficient way to
further a student's education by using available munici-
pal. public and private facilities whenever practical and
economical, and to provide financial assistance to stu-
dents as monies become available to allow access to all
eligibleieducationally qualified students who can benefit
from programs offered by the college.
Objectives:
1 . To offer courses leading to Associate degrees suited

for transfer to senior colleges and universities at the
upper-division level.

2. To maintain a quality library.
3. To offer courses leading to Associate degrees and cer-

tificates in technical and vocational program areas.
4 To provide preparatiou skill development in mathemat-

ics, reading and English for youth and adults whose
previous educational achievements may have been
insufficient to allow them to reach their personal or
occupational goals, or succeed in college-level cours-
es

5 To establish a cooperative effort with business and
industry and local Chambers of Commerce to provide
job entry-level skills, retraining or upgrading.

6 To provide student services including, but not limited
to, counseling and _guidance, career exploration assis-
tance. and financial aid.

7.Quality of life enrichment courses will be provided in
cooperation with the local programs. RENEW and
BEEP

NWACC SELF-STUDY OVERVIEW

Steering Committee

Past Committee
Collects follow-up information from previous self-studies: answers GIRs.

11191121111111111111111111.11111111110111

Present Committees
Each committee takes an objective from the Mission Statement (underlined) and discovers:

How human, financial and physical resources have been organized to accomplish this purpose (Criteria 21
How multiple patterns of evidence show that this purposeiobjective has been accomplished (Criteria 3)
How this purpose/objective has been accomplished with integrity (Criteria 5)

Intellect/Critical Thinking

Economic/Health impmvement

Suitable Courses

Preparatory Skills

Counseling

Cultural Awareness

Respect/Values

Quality Library

Job Skills

Community Enrichment

Future Committees
Demographics 2000

Description of the community college district as
projected in 2000

Demographics
Enrollment projections for 'Scenario A" (full
state funding) and "B' (limited state funding).
Projected budget and resulting long-range
plans 'PA" and S."

Assessing
Student

Academic
Achievement

(Faculty)

Educational Needs 2000
Project educational needs of the community.

Vision Statement
Develop a list of future goals based on
Demographics & Needs committees.
Explain how to meet & evaluate goals.

Data Team
Designs and monitors a program to handle data
gathered in self study

Writing Team

[NWACC.
Vol. 1

Self-Stud)

- - - _

NWACC
Vol. 2
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0 The institution can continue to accomplish...

Institutions at crossroads find themselves in the process ofrepositioning themselves from having one

pot in the past and one in the present to having one foot in the present and one in the future. (This

repositioning is another excellent way that a candidate institution can realize that it is ready to be

accredited.) In determining the degree to which NWACC would be able to meet North Central Criterion

Four, the Self-Study Coordinators appointed three "future" committees (see chart).

One committee gathered community demographics for the year2000, and made enrollment projections

based on those data and available projected revenue scenarios. One committee projected resulting

institutional needs. And one committee wrote a correlating revised missionor vision statement. This

material ultimately provided one of the most continuously valuable parts of the self-studythe long-

range planning segment of 32 objectives with accompanying game plans to take NWACC from

August 2, 1995 (its official accreditation date) into the next century by way of the next official

reaccreditation study and visit.

Practical Advice

Like a self-study, accreditation is a process not an event. It is also part of a much longer, fluid history of an

institution, which is itself a process and not a single event. What is challenging to a Self-Study Coordinator is

to accept as normal and positive that while the "official" preaccreditation self-study is underway, the reality

that the document is supposed to represent will be changing with new classes, new students, new faculty and

staff. Simply put, the accreditation process is never complete because it is a cyclical process of perpetual self-

renewal. For those of us who prefer closure, this is a tough reality.

To help ease anxiety that this Protean quality can cause, the "practical advice" session that complements this

paper will help participants determine how the new North Central criteria can provide them with concrete

"handles" for their own preaccreditation self-studies, handles that fit the changing realities of their own

institutions.

Karen L. Hodges is Dean of Instruction, NorthWest Arkansas Community College, Rogers and Bentonville, AR.

Jim Hall is Media Relations Specialist, NorthWest Arkansas Community College, Rogers and Bentonville, AR.
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From Candidacy to Accreditation:
The Self-Study Process

as the Impetus for
Institutional Growth

June Prince

Why did a two-year technical college (especially a former vocational-technical school which some at tNe outset
gave little chance of achieving candidacy status) make the decision to seek initial accreditation only two years
after receiving candidacy status? What did the college do to become a legitimate institution of higher education.
one worthy of accreditation? How did it accomplish this after postponing its initial candidacy visit because it
felt further self-analysis was necessary? This presentation will focus on the answers to these questions.

Background Information

Ouachita Technical College (OTC) is a public, community-based, two-year technical college authorized to
grant associate degrees and technical certificates representing both transfer and occupational/technical
programs. First established in 1972 as a state vocational-technical school, the institution was one of ten
legislated to become technical colleges. In July 1991, transfer from the State Board of Vocational Education
to the State Board of Higher Education occurred. Continued affiliation with higher education was contingent
upon achieving NCA accreditation.

OTC began the process of seeking initial candidacy during the summer of 1992, planning for an April 1993 team
visit. However, as the self-study process evolved, the Steering Committee determined that turther self-analysis
was needed and the visit was postponed until September 1993. In February 1994, the Commission granted initial
candidacy. Prior to the College's 1995 initial accreditation visit, OTC submitted a Request for Institutional
Change asking for the addition of an Associate of Arts program to its NCA-approved curricula. Upon
recommendation of a focused evaluation team, the Commission approved the Request in August 1994. In
September 1995 the College experienced a successful initial accreditation visit.

The decision to seek accreditation in 1995 was made after careful examination of the college's progress since
its initial candidacy evaluation. Enrollment had increased 156 percent; six associate of applied science, an
associate of arts, and two technical certificate programs had been added; planning and assessment cycles had
been implemented; alternate funding sources had been secured: the recommendations of the candidacy
consultant-evaluators had been addressed. The College felt it fulfilled the Criteria and that it was ready to seek
accreditation.

Success Factors

Although not exhaustive, the following delineates factors that had a significant impact on the success of
Ouachita Technical College's initial accreditation attempt:

The College remained mindful that "institutional effectiveness" was contingent upon accomplishment
of appropriate mission and purposes All activities must emanate from the mission and its requirements.

298



310 /A Collection of Papery on Self Study and institutional improvement, /996

The GIRs and the Criteria served as the framework for an intensive, honest self-examination.
Furthermore, they provided a delineation of the concepts, philosophy, and characteristics common to
the higher education community. The accreditation process served as a basis for institutional
development.

A strong commitment to the success of the College by the Board of Trustees, administration, faculty,
staff, and students, as well as the support of the community allowed for rapid institutional improvements
and growth.

An experienced president was employed who provided appropriate leadership for a developing
institution of higher education.

Employees were not afraid to challenge the status quo and were willing to go "above and beyond" in
order to effect institutional improvements.

Extensive curricula reform and program development were accomplished through the efforts of the
faculty.

Valuable advice, assistance, and guidance were provided by NCA, the Arkansas State Department of
Education, peer institutions, and various consultants.

The self-study process utilized extensive involvement of the tota/ college community. Virtually every
full-time employee served on subcommittees for both the :andidacy and initial accreditation self-
studies. This fostered a campus climate conducive to the hard work and flexibility needed to position
OTC as an institution worthy of accreditation. (Although we are a small institution and needed
everyone's participation, larger institutions would be wise to involve representatives of all constituen-
cies and to keep everyone informed.)

Members of the Steering Committee were campus leaders representing a cross-section of the college
community. As subcommittee chairpersons, their efforts in the process of ,Af-evaluation and in the
preparation of committee reports (from which the Self-Study Report was developed) were vital.

A Self-Study Plan was disseminated that not only carefully outlined the organization and time line for
the self-study process but articulated each committee's area of responsioility.

The Self-Study Report was evaluative rather than descriptive, succinctly summarizing the information
necessary for the evaluation visit, and documenting institutional effectiveness. Supporting evidence
was readily available in the Resource Room during each visit.

Conclusion

The candidacy period was important in the College's quest for accreditation. It was the impetus in the College's
transition to a genuine institution of higher education. It also made the accreditation self-study less ominous and
allowed for its "fine-tuning." (In other words, we learned from our mistakes!)

The initial accreditation visit was a gratifying experience. Although the college community felt OTC met the
Criteria, a collective sigh of relief could be heard when the team announced its recommendation of initial
accreditation for the maximum five-year period.

In addition to the obvious value derived, the accreditation process was significant in this institution's
development and growth. Viewing it as a catalyst for increasing institutional effectiveness, rather than as an
attempt to please the Commission, produced worthwhile results.

June Prince is Director of Enrollment Management, Ouachita Technical College, Malvera, AR.
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The Mandated Focused Visit:
A Catalyst for Positive Change at

Mid-Plains Community College Area

Ford M. Craig
G.G. Fitch

The Institution and Its Accreditation History

Mid-Plains Community College Area (MPCCA) serves eighteen counties that cover 20,500 square miles of
west central and southwest Nebraska and is one of six Nebraska community college areas/districts. Farming,
ranching, and cattle production are major economic activities in the region. Union Pacific and Burlington
Railroads also contribute significantly to the district's economy.

MPCCA is a comprehensive community college district (about 1700 FTE students) comprised of McCook
Community College (MCC) and Mid-Plains Community College (MPCC) with its two campus locations - in
North Platte Nebraska. McCook Community College (primarily academic transfer) is located in McCook,
Nebraska, is Nebraska's oldest community college (1926), and was first granted NCA accreditation in 1980.
MPCC is a composite institution established in 1974 but derived from what was originally North Platte Junior
College (1965) and Nebraska Area Vocational-Technical College (1967); MPCC, with its two campus
locationsMcDonald-Belton (academic transfer) and Voc- Techwas granted NCA accreditation in 1981.
An Area-wide self-study for accreditation was conducted during the 1984-85 school year, and MPCCA was
granted Area-wide NCA accreditation by Commission action in June 1986.

Factors that Contributed to a Focused Visit

There were generally two long-term problems that appeared in the 1980 and 1981 individual self-studies and
then surfaced again in the 1984-85 Area-wide accreditation cycle:

lack of comprehensive, Area-wide, strategic planning and budgeting, (including mission statement
review); and

deficiencies in evaluation and development practices as they related to full time MPCCA employees in
gcaeral and faculty in particular.

By October 1991 evaluation, only minimal progress had been made to alleviate these long-standing concerns,
and the evaluation team further identified three more current problems:

an Associate of General Studies degree that did not contain any general general studies, core-class
requirements;

a community college Area in which the two colleges (three campuses) continued to function as
independent institutions, resulting in duplication of some administrative functions;

an assessment plan (student academic achievement) that had not been fully developed and then formally
adopted by the MPCCA Board of Governors.
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Consequently, the 1991 NCA evaluation team recommended MPCCA be granted continued accreditation with
the next comprehensive evaluation in seven years and a focused visit to be conducted during 1994-95 on the
five aforementioned concerns.

Actions Taken to Address Focused Concerns - 1991 through Mid-1994

The process of addressing the identified concerns began under one chancellor was completed under another.
This section of tlie paper 'highlights actions initiated and/or projected by the first, and the next section details
measures taken and/or facilitated by the second.

Shortly after the evaluation team members completed their visit in October of 1991, appropriate councils at
McCook Community College voted to remove the Associate of General Studies degree from their publications.
This action was officially conveyed to NCA by a letter from the Chancellor. Having accomplished this first
corrective action, the MPCCA Chancellor prompted the creation of and then guided and/or monitored several
groups whose efforts and products were directly related to addressing additional identified concerns:

In April of 1992. a "Task Force on Assessment" was created to develop fully an Areawide plan to assess
and document student academic achievement. (Assessment Concern)

After MPCCA Governing Board approval, a consultant was hired and a comprehensive, Areawide,
strategic planning process was initiated and continued until June of 1993. (It should be noted that a
rudimentary format was produced, but a final, completed plan was never finished.) (Planning Concern)

During the spring and summer of 1993, a Mission Statement Review Group was established and
performed a systematic and thorough review of the MPCCA mission statement. (Mission Review and
Planning Concern)

In October of 1993, the MPCCA Chancellor formally established a "Focused Group Task Force" to
oversee institutional preparations for the visit and to guide, review, and adjust the final necessary report.
(Area Cohesiveness/Administrative Duplication Concern)

In June of 1994, the Chancellor established a Human Resource Development Committee to organize
the HRD function at MPCCA. (Staff Evaluation and Development Concern)

By July of 1994, much of the new found energy and direction had been lost upon the retirement of the Chancellor.
Yet, the initial assignment ot' the committees, staffing, and support of the Office of Institutional Research had
accomplished one thing: a catalyst for change.

Actions Taken to Address Focused Concerns-From September 1994 to Present

On September I , 1994, a new Chancellor took office charged with the responsibility to complete preparations
for the NCA focused visit seven months away. The charge by the Board of governors began a series of fourteen
to sixteen hour days for several months for the Chancellor and a number of the staff.

Although a critical time to begin serving at the pleasure of the Board. it proved valuable period because of the
wealth of information gathered in preparation for the focused visit and the genuine concern displayed by the staff
of the college in passing the focused visit.

The accumulated data formed a basis by which the Chancellor initiated a legal specific compliance audit to
examine policies, procedures, handbooks, and general operation. From that process, the Board of Governors
authorized funding for a private, external review and incontrol audit. All of the materials thus generated
provided additional support and information for the NCA focused visit.

Additionally, the combined information reaffirmed MPCCA strengths while at the same time provided a close
inspection of system weaknesses. Directly related to NCA concerns and our findings, the Area developed a new
budget process, withdrew a staffemployee handbook, reexamined policies (which is ongoing), produced a
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vehicle by which strategic planning is occurring, and made significant adjustments in the three campus/central
office organizational patterns. Simply, the direction provided by NCA and the preparations required for the
focused visit have allowed MPCCA to "Right Size" and adjust to and for the future.

The MPCCA focused visit efforts required faculty/staff in-service, the distribution and approval of a much
needed MPCCA Assessment Plan, the formation of a strategic planning (and the self-study for 1998-99 )
committee, a complete position audit for more than 100 employees, and the establishment of a Human Resource
Office.

In every case, the material whether in draft or finished product was available for the focused visit team. The staff
knew that we had addressed the issues of the past, created a solid foundation for the present, and now stood ready
to project MPCCA' s future...prepared.

The Visit and the Snow Storm

Methodical preparation by the Focused Visit Task Force ( including clear and regular communication to all
related audiences prior to the April 1995 evaluation) paid dividends when a late winter ice storm and blizzard
ushered the NCA consultant-evaluators into MPCCA. As such, the blizzard added a bit of drama to the visit
but little more. MPCCA board members, faculty, classified staff, and administrators worked hard to facilitate
the focused visit process in spite of the inclement weather. Key preparations and arrangements in the last several
months leading up to the evaluation included:

conducting a fall in-servicefor most MPCCA employeesdevoted to the concerns and actions taken
to address them;

preparing, editing. compilir g. and mailing the final report documents as directed;

establishing an organized resource room that contained supporting documentation;

coordinating local arrangements for the consultant-evaluators;

keeping the MPCCA Focused Visit Task Force apprised of all details related to the visit; and

scheduling the date, time, and location of the first meeting between the Chancellor. the two Team
Members, and the Focused Visit Coordinator.

These preparatory steps, supportive MPCCA board members and employees, two very flexible consultant-
evaluators, and several four-wheel drive vehicles made the visit possible and productiveif not exactly
business as usual. At the close of their stay, the evaluators concluded that most of the major concerns had been
or were being dealt with in a satisfactory manner; however, (1 ) the stalled-out strategic planning process needed
to be reactivated and completed prior to the next comprehensive visit, and (2) a tighter system of internal
financial controls needed to be instituted.

MPCCA Since the Visit: Foundations for the Comprehensive Visit 1998-99

After the focused visit, everyone who helped prepare for the event took a few weeks to rest and to think about
the next NCA evaluationthe comprehensive evaluation scheduled for 1998-99. Since the April 1995 focused
visit, a number of steps/actions have been taken to strengthen MPCCAfor its own goodand to better
position it for the 1998-99 comprehensive.

First, an Area Right Sizing Plan (reallocation of human resources, funds) has been created, and parts of it have
been implemented. For example, (1) the Dean of Student's position at the Voc-Tech Campus has not been filled;
(2) the President's post at McDonald-I3clton Campus has not been filled; (3) it is projected that the position of
Chancellor will be eliminated; (4) a new position, Dean of Administrative Services, has been created with the
individual being responsible for accounts, physical plant, and human resourcessome of which were formerly
maintained primarily at the campus level; (5) several other administrative and classified staff positions (e.g.,
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office managers) are to be reduced and/or eliminated; and (6) the concept of sitebased management is being
implemented.

Business and financial procedures have also been improved. Part of this is in response to an ongoing criminal
investigation (a theft was identified during the incontrol compliance audit) and part in response to the findings
of the focused visit. To this end, (1) an incontrol auditPhase IIis being continued, and (2) a Management
Information System is being developed.

Directly related to NCA, an Area NCA Steering Committee has begun the initial preparations of a plan to
conduct the 1998-99 comprehensive visit. Committee members will be guiding a two-fold process: (1) self
study, and (2) strategic planning. As a part of this committee's efforts a review of the MPCCA Mission
Statement is currently in progress.

Beyond these, other activities and changes completed, in progress, or planned include the following:

reviewing the role of the central office building to place central services on campus, (in progress)

publication of the first ever combined college catalog and class schedules, (completed)

making a possible name change for MPCC (planned), and

participating in a statewide transfer agreement.

Conclusion

The North Central Association in its relationship with MPCCA has provided and continues to provide a stimulus
for positive institutional change. The focused visit of April 1995 caused MPCCA to respond earnestly to the
1986 and 1991 comprehensive evaluation findings. The process of responding was (and continues to be) as
important as some of the results. This was and is so because, for MPCCA, theprocess signalled a new and much
wider awareness that all was not well, major changes needed to be made, and the clock was ticking.

Ford M. Craig is Director of Institutional Research, Mid-Plains Community College Area, North Platte, NE

G.G. Fitch is Chancellor, Mid-Plains Community College Area. North Platte, NE.
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