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EXECUTIVE SUMMARY

The 1990s constitute one of the most dynamic periods in the
history of American higher education. Unpredictable eco-
nomic conditions, accountability demands, demographic
shifts. enrollment pressures, and heightened expectations for
higher education are forcing colleges and universities to
examine virtually every aspect ot their operation.

The aspect of instituuonal functioning in which many
stakeholders, including potentinl students, are most interest-
ed is what scadents gain from attending college. The
Wingspread Group (1993) asserted that higher education
must put student learning first. Studdents learn and develop
in a holistic. integrated way as they engage in both academ-
ic and nonacademic activides in and outside the classroom.
That is. what is most important in college 1s a student's total
level of engagement in different wypes of fearning activitics.
not where the actvities oceur. Institutions must find ways to
encourage students to take advantage of the array of human
and physical resources for learning in which instititions
have already invested. One approach is o make time spent
in classes more productive. However. the Largest
discretionary block of time for undergraduate students is
outside the classroom. an area that receives litde systemaue
attention but which has considerable potential for increasing
learning CAstin 194 3; Chickering and Reisser 1993: Kuh 1993
Kul. schuh, Whitt, and Associates 1991 Pascarella and
Terenzing 1991,

What Do Out-of-Class Experiences Contribute to
Valued Outcomes of Coliege?
Following is a summuary ol the research on “the other cur-

riculum,” the contribuions of out-of-class experiences of

andergraduates to vilued outcomes of postsecondany educi-
tion. The literature is examined using Kulv's (1993) five-
category typology: () cognitive complexity (e.g., critical
thinking. intellectual Hexibility, reflective judgment), ()
knowledge acquisition and application, (¢) humanitarianism
Ce.g..interest in the weltare of others), ()Y interpersonal and
intrapersonal competence (e.g.. self-confidence, identity,
ability to relate to othersy, and (¢) practical competence
(e.g.. decision muking. vocational preparation). in addition.
out-of-class experiences linked to persistence and education-
al atainment also are considered bevause the longer one
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persists in college the greater the gains in all of the outcome
categories listed earlier (Pascarella and Terenzini 1991).

Out-of-cluass experiences contribute to gains in all of these
areas as well as to educational attainment. Students who
expend more effort in a variety of areas seem to benefit the
most intellectually as well as in the personal development
domain (Pascarella and Terenzini 1991). At the same time,
sonie experiences are more likely than others o foster
desired outcomes, For example. living in an academic-theme
residence is associated with gains in critical thinking intel-
lectual development, and aesthetic appreciation. Similarly,
involvement in student government has been linked to gains
m sudent understanding and appreciation of human ditter-
ences. and increases in practical competence.

Relatively few students consciously apply what they are
learning in class to their lives beyond the classroom (Kuh
1993). This is unfortunate because selt-knowledge and
understanding result from examining social and personal
values in a variety of settings.

What Conditions Foster Student
Learning Outside the Classroom?

Nine institutional conditions seem to encourage students to
use their out-of-class experiences to educational advantage:

. clear. coherent. and consistently expressed educational
pUrpOSes:

- aninstitutional philosophy that embraces a holistic view
of talent development;

. complementary institutional policies and practices con-
gruent with students” characteristics and needs:

. high, clear expectations for student performance;

- use of effective teaching approaches;

- systematic-assessment of student performance and institu-
tional environments, policies, and practices:

. ample opportunities for student involvement in educa-
tionaltly purposefut out-of-class activities;

. human scale settings characterized by ethics of member-
ship and care; and

- an cthos of learning that pervades all aspects of the insti-
ution.




How Can Institutions Enhance Student Learning?

Any instifution can enhance student learning by using its
existing resources more effectively to create the conditions
under which students learn best, both inside and outside the
classroom. The key tasks in transcending the antificial
houndarics are () to break down the barriers between vari-
ous units (e.g.. academic departments, administrative ser-
vices, student aftairs) and (b) to create situations in which
students are forced to examine the connections between
their studies and life outside the classroom and to apply
what they are learning,

Creating the conditions that promote student learning
outside the chessroom consistent with an institution’s educa-
tional purposes will require an institutiona! renew al effort
designed o

. cultivate an ethos of learning:
Caddress the importar - of out-of-class experiences explic-

itly in the institution’s mission;

. establish a holistic approach to talent development as the
institution’s philosophy of undergraduate caucation:

- assess periodically the impact of out-ot=class
environments on students;

- develop a common view of “what matters™ in undergrad-
witle education: and

- attempt to shape the student culture in ways thae will
toster responsible behavior and educationally desirable
outcomes.

With this agenda in mind, various stakcholders must exer-
cise responsibility for creating an ethos of learning that
encourages students o use their out-of-class time in educa-
tionally purposcful ways.

What can governing boards do?

Governing boards positively influence student tearning out-
side the classroom when they: support such experiences
financially and in other ways; use process indicators and
outcomes clata in setting institutional policy; ask students
what they gain from their experiences outside the classroom;
and hire a president who values undergraduate education

Student Learning Outside the Glassroom
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and understands and appreciates the contributions of life
outside the classroom to institutional and student goals.

What can presidents do?

The degree to which the institution values student learning
outside the classroom is—in part—a tunction of the amount
of auention the president gives to the topic, Thus, the presi-
dent must have accurate informaton about students and
therr experiences. provide moral and Anancial support 1o
those who are engaged with students outside the classroom
in educationally purposclul sictivities, remind stakeholders
about the value of out-of-class experiences, and hold the
student aftairs unit accountable for articulating the value of
lite outside the classroom.

What can academic administrators do?

senior academic officers can have a substantial influence on
creating an cthos of learning and promoting icarning outside
the classroom it they hire leamning-centered faculty mem-
hers, send consistent messages about the nature and com-
plementarity of in-cliss and out-ol-cliss experiences, revise
tenure and promotion policies so that Taculty involvement
with students outside the classroont is rewarded. assess

w hiether academic support services are meeting the necds of
all students, and establish strong working relations and com-
munication links between academic and student attairs.

What can faculty members do?

Faculty influence out-of-class learning environments by the
nature and amount of academic work they assign and the
learning resources they expect students to use in order 1o
complete assignments. Fo link the curncalum and academic
goals more closely with student life outside the classroom,
Faculty can structure assignments that reguire students 1o
illustrate how they are using class material in other areas of
their lives, use active learning and other effective pedagogi-
cal strategios. work against prevailing norms that discourage
medaningtul interaction with students beyvond the classroons,
cmphasize intelectual matters and course material when
interacting informally with students, hold students 1o high
evpectations, and indicate cdearlv what they must do to sue-
ceed avademically.




What can student affairs administratoys do?
Student attairs stadf play a key role in promoting student
involvement in educationally purposcful activities bevond
=5 the classroom when they—in partership with the faculty—
help students make connections between the curricutum
and their out-of-class experiences. Thus, stadent aftairs staff
must: understand and appreciate the institution’s educational
purposes, translate what the institution values into behav-
il terms for student hife hevond the clussroom: communi-

cate clearly o academic administrators, faculty members,
students, and others how lite beyond the classroom con-
tibutes to desired outcomes of college: collect and dissemi-
- nate data about students and their experiences: and ask
’ students to think about. and apply, what they are learning in
class to ife outside the classroom. and vice versa.

: What can students do?
; students take responsibility for their own learning when
they use the institution's resources to educational adsantage.
. Evidence of this is when students select an institution that
L takes undergraduate education seriously, attend orientation.
) participate in out-of-clase activities and events designed to
enrich the educationul experience ey, guest lectures. off-
. campus programs)_enroll in courses that employ active
: learning strategices. use resources to enhance their academic
skills, evaluate the quality of their relations with peers and 3
others, develop a portfolio of out-of=class learning experi- ’
ences and associated benefits, and discuss with others thedr
academic progress dand how what they are learning in class-
- es applies o other aspects of their lite.

How Can Artificial Boundaries between Classrooms

- and Out-of-Class Experiences Be Transcended?

) The conditions that promote student learning outside the
classroom cannot be created by any one individual—presi-
dent, academic or student life dean, or governing board
member. However, by working together. by linking
programs and activities across the academic and out-of=c Liss
dimensions of campus ife. and by removing obstacles o
students” pursuit of their academic and personal goals, an
institution can increase the likelihood that students will
experience college as a scamless web ot learning across
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classroom and out-of-class settings. For this to occur, the
institution’s ethos must send the message that learning is
continuous and contigious—in the biology lab, library. aca-
demic adviser's office, residence hall lounge, and student

union: at a place of employment: during community service:
and on the playing Relds.
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FOREWORD

The call for greater faculty and institutional facilities produc-
tivity is a familiar one. As resources become scarcer and
- faculty become more expensive, there is a concern over the
return on the educational invesument, D. Bruce Johnstone
(1993) has taken a different approach by suggesting that
instead of placing responsibility, or blame, on faculty for
their failure o be more productive, a more effective
approach would be to concentrate on shortening the time
- spent in getting a degree by improving the productivity of

. fearning. Combining this approach with the rescarch find-

3 ings that out-of-clussroom experiences have a more lasting
- and defining impact on students than do the classroom
- experiences. i logical concluston is to concentrate on what -

can be done 10 make the out-of-classroom experiences more
connected with the overall education mission of the institu-

. tion.

- There are a number ot underlying assumptions or cultural
values that have kept outside-the-classroom student learning
from being a more integrated part of the overall curricutum.
The maost obwvious reasons are:

o Faculty see themselves as the primary source of a stu- O
dents education. What students learn from each other or g
_ through the extracurricular process is seen as irrelevant o
- the formal curriculum as supervised by faculy.
e Learning primarily occurs when faculty are walking Cactive
teaching) and students are listening (passive learning).
. e Learning occurs primarily in formal setting—the class-
rooms and laboratories.
o Faculty teaching staws is not enheaced by linking the
leerning in the classroom with that outside the classroom.
e ‘The micraction of faculty with students outside the class-
room is mostly voluntary and does not count significantly
for promaotion. tenure, or merit pay decisions.
- e Faculty are responsible for what goes on in their class-
rooms. The combined impact of all the courses student
take (the academic curriculumy and the learning outside
the classroom (the otal impact of a higher education
- experience) is someone else’s responsibility.

This separation of faculty from the students” out-of -class-
roont experiences has developed over the List hundred
yaars. As the research universities came into prominence
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and increased academic spedialization was rewarded, less
time and asttention was available for faculty to interact with
students outside the classroom. At the same time the overall
education mission of institutions changed from that of edu-
cating the whole student to providing specialized degrees.
What needs to occur to redirect this trend so as to gain the
best of both approaches and to enhance both faculty and
learning productivity is to reconce prualize the undergraduate
learning experience from a series of discrete and uncoordi-
nated happenings to a total series of experiences that work
together to achieve the education mission of the institution.

In this report, written by George . Kuh, professor of
higher education; Katie Branch Douglas, a candidate in
higher education and student atfairs: and Jackie Ramin-
Gvurnek, a visiting research associate in the Vice President’s
Oftice—all at Indiana University: and by Jon P, Lund, dirce-
tor of residence life at Luther College, the issue of institu-
tional productivity and student learning outside *he
classroom is examined with particular focus on what is
known about educational attainment and specific outcores,
The authors review the conditions that foster a climate

where out-of-clussroom experiences can contribute to
greater educational productivity. Finally, what specific
actions can be taken are discussed by roles and positions.
Evervone in the institution from the governing board and
president to faculty and students must accept some responsi-
bility to work to maximize the effectiveness of the outsid »
classroom experiences.

As the rescearch and experiences reviewed by the authors
of this Report demonstrate, those institutions that have a
strong link between their formal classroom objectives and
their student's out-of-class experiences have the biggest
impact on their students, This was recognized in the 1970s
when the Center for Research and Development in Higher
Education at the University of California-Berkeley (Clark,
Heist, McConnell, Trow, and Young 1972)4 identified the
“potent” colleges and when B, Lon Hefferlin (197DP wrote
about the dynamics of academic reform and what were the
characteristics of high-functioning institwions in Dynamics

Ustuddents and Colleges teraction and Change
San Franctseo Jossey-Iiss
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of Academic Reform. More recent publications that have
recognized this crucial interaction are Kuh, Schuh, Whit,
and Associates (1991 and our Report by Townsend,
Newell, and Wiese, Creating Distinctiveness: Lessons from
Cncornmon Colleges and Universitios ( l‘)‘)Z).d For those insti-
tutions and academic programs that have developed interde-
pendent educational outcomes between formal classroom
learning and student's out-of-class experiences the impact is
much greater and longer lasting. For those institutions and
programs who want to improve this relationship and their
overail productivity, this report will help in focusing the
conversgtions.

Jonathar. D. Fife

Series Editor, Protessor of Higher Education Administration,
and

Director. ERIC Clearinghouse on Higher Education

Crolring Colleges Successful Approaches o Fosterning Student Learning
and Development Oulside the Classroom San Franisco: Jossey-Bass
JASHE-ERIC Higher Education Report No 6. Washington, D C. Association
for the Study of thgher Education, ERIC Clearinghouse on Higher
Education; GeorgeWashington University, School of Education and Human
Development FD 356 702 11opp MF-01, PC-05
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WARRANT, PURPOSE, AND OVERVIEW

Global competition and demographic, economic, atid tech-
nological changes make postsecondary education more
important than ever. According to pollster Daniel
Yankelovich (in Edgerton 1993), 88 percent of 118, adults
agree that a high school diploma is no longer enough to
qualify for a well-paying job. Seventy-three percent indicat
ed that a college degree is very important for getting a good
job or advancing in one’s career. More people than ever
want their children or family members to go to college. But
they are also increasingly concerned with the cost of higher
ceducation and more vocal about what they want and expect
for their money (Edgerton 1993).

The same external conditions that make higher ceducation
more important also are making colleges and universities
more difficult to manage effectively and cfficiently. The most
significant force is economic. About 40 percent of U.S. edu-
cational spending goes to higher education, substantially
more than in other countries (House 1994). Most of this
support comes from state governments, which over the past
decady have reduced funds designited for higher education
by more than one quarter, from 19 percent to 14 percent. By
1991-92 state expenditures for education were not keeping
up with intlution neither were those of local support
(Education Commission of the States 1994). State-assisted
wstitutions have been especially hard hit by d lining state
appropriations, particularly in those states suftering from
weak econonues, Penn State and the University of Michigan
now receive dess than 15 pereent of ilheir operating funds
from state appropriations. In 199596, state support tor the
University of Oregon is expected i be about 8 percent. This
is similar to the decreases in financial suppoit that have
occurred in K-12 education during the past two decades.

The inability of state governments to increase support for
state-assisted colleges and universities is in part a function of
the federal government passing on costs to the state. As a
result, 80 to 85 percent of state budgets are carmarked tor
entitlerments, court-ordered elementary school funding, and
required state-level matching for increasingly expensive
federat programs such as Medicaid (Ewell 1994). In many
states, other needs are more pressing--repairing highways,
building prisons, and maintiiring social services. When
scarce discretionary funds are available, elementary and
secondiiry education receive a greater proportion of the

Student Learmng Ontside the Classroom
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budget than does higher education. No one expects these
priorities to change in the near future. As a result, higher
education in many states has become the budget balancer—
the major piece of discretionary spending remaining after
mandatory expenditure needs have been addressed (Ewell
1994).

Decreased federal funding for financial aid means that
institutions must use more of their own resources to help
students. Budget shortfalls also have forced institutions to
reduce the number of full-time faculty in the classroom. In
some instances this means that fewer students can get the
classes they need o graduate ina four- or even five-year
E period, such as was the case in the California State
; University system (Goldwhite 1994).

Coupled with the decrease in federal and state funding
tor higher education are increased demands for institational
accountability. People want evidence that higher education
S makes a difference (Education Comnussion of the States
1991 Johnstone 1993; Wingspread Group 1993). State legis-
Luares are considering bills that determine teaching loads
S and mandate reports on student performance (Edgerton
' 1993). Regional accrediting associations require outcome
measures as evidence of institutional effectiveness.

. Further complicating matters at many institutions is the

’ changing nature of student characteristics. At all but a small
number of selective, residential institutions, students are
different in almost every way from their counterparts of two
e and three decades ago. Proportionately fewer students are
18 to 23 years old and have traditional acadenic prepara-
tions, more attend college part-time, and many are continu-
ing interrupted educations. Whatever reasons students went
. to college in the past, the vast majority today seck a creden-
tial that qualifies them for a good job in the global economic
marketplace (National Association of Student Personnel

! Administrators 1995).

Enhancing Institutional Productivity

Higher education is facing a challenge similar o that of most
™2 American enterprises. Simply put, there is not enough mon-

ey to support all the things colleges and universities want to
i do. As a result. higher education must be significantly

e reduced in size and cost ¢To Dance with Change™ 199-4) by

muking "major changes--analogous to the restructuring that
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is occurring in the corporate and governmental sectors—to
control costs and protect quality™ (Callan 1995, p. iii). Thus,
colleges and universitics must become more productive by
making better use of existing resources so that students
learn more without institutions spending more (Wingspread
Group 1993), what Johnstone (1993) called enhancing insti-
tutional productivity.

In response to these pressures, many institutions are real-
locating resources. These reallocations are redefining the
curriculum, taculty roles, and student altairs. Restructuring
typically involves reviewing the institution’s mission, values,
and programs. For example, 71 percent of the institutions
participating in the 1994 Campus Trends survey (El-Khawas
199-4) had reviewed the missions of academic units during
the preceding academic year. Another 16 percent reported
th - were discussing the possibility of reviewing their mis-
Si Jd revising core activities. Sixty percent of institutions
reovy, aized academic units and 10 ~ercent eliminated aca-
cemic programs. More than half of the institutions (53 per-
cent) had reorganized student services; about 21 percent had
reduced student services staff (El-Khawas 199-4).

With regard to undergraduate education, the key restruc-
turing questions are: (1) what factors inhibit and contribute
to improved learning productivity and (2) what can be done
about them (Johnstone 1993)7 Institutional affluence does
not seem to be a critical factor. Across a wide array of edu-
cational outcomes (e.g., verbal, quantitative, and subject-
ntter competence: cognitive complexity and intellectual
skills: psycho-social traits, attitudes, and values) only trivial
relation Lips exist vetween traditional measures of institu-
tional quality (e.g., educational expenditures per student,
student-faculty ratios, faculty sataries, library holdings, pres-
tige rankings) and net gains, where net gains represent the
degree of change attributable o institutional characteristics
after taking into account the kinds of students who enroll
(Pascarella and Terenzini 1991, Stated another way, -~ Real
quality in undergraduate education resides more in an insti-
tution’s educational climate and what it does programmati-
cally than in its stock of human, financial. and educational
resources” (Terenzini and Pascarella 1994, p. 291

Some institutions have embraced the Wingspread Group's
19931 challenge to put learning first. For example., Syracuse
University adopted “to promote learning™ as its unifying

...colleges and
universities
must become
more
productive by
making better
use of existing
resources SO
that students
learn more
witbout
institutions
spending
more...
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themwe for integrating the teaching, research, and service
aunctions. Implicit in this tocus on learning is a major shift
away from the experts (e.g., faculty) who deliver education
to students to expecting students themselves to take more
responsibility for, and become more actively engaged in,
their own learning. Putting learning first focuses attention on

the stident whaose learning is promoted through educa-
fon, to the menthers of our disciplines whose learning is
promoted through onr published rosearch. into the society
at large whose learning is promoted by our teaching, writ-
g, creative activity and professional consnulting (Vincow
1993, p. ).

One way to increase undergraduate student learning is to
make time spent in classes more productive. This can be
accomplished by paying greater attention to how, and how
well, students learn and o how effectively teachers teach
Z (Angelo and Cross 1993). Another way to increase instruc-
- tional productivity is to increase class size, which assumes
that quality will not suttfer under such circumstances
{Johnstone 1993). However, suggesting such an approach
typically clicits a detensive response from faculty and aca-
demic leaders (Benjamin 1993). Morcover, as Johnstone
(1993) noted, "While there clearly are faculty and staff at any
institution who we wish were harder working, more effec-
tive, or just luckier, the popular image of widespread shirk-
ing or misplaced priorities is simply wrong (p. -b).
Increased teaching loads and larger class sizes cannot by
themselves meet the institutional productivity challenge
= (Johnstone 1993), Instead. colleges and universities must
find ways to encourage students to put forth more effort that
will result in gains in learning and personal development
that are congruent with the insti :tion’s mission and the
) students” educational and vocational objectives. That is,
gains will not come about through more productive teaching
S necessarily but in more productive learning, including
: reducing the time that students spend on activities that are
not associated with learning (e.g.. watching TV, playing
cards. napping).
One approach to enhancing learning productivity is to
. motivate, inspire, and teach students how to assume more
- responsibility in the educational process. Students cannot be
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passive: they must become active learners. In its clarion call
for reform in higher education, the Wingspread Group
(1993) called on institutions to improve the quality of their
programs and services by setting higher expectations for
student performance:

Adisturbing and dangerous niismatch exists between what
American society needs of higher education and what it is
receiving. Nowhere is the mismatch more dangerouns than
in the quedity of undergradiate preparation. .
Establishing higher expectations, howerer, will requiire that
stuelents and parents rethink what too many seem 1o want
Jrom education: the credential withont the content, the
degree withont the knowledge and effort it implies (p. 1).
Stuclents. at any level of education are the workers in
the educational process. They bave a mejor obligation for
their oren success. Too many students do not bebave as
though that were the case. apparently believing (as do
many parents) that gracdes are more important for success
i life than acquired knowledge. the ability to learn
throughout a lifotime, and bard work on campus (p. 16).

The fargest discretionary block of time for most students

is outside the classroom. This is true even tor part-time stu-
dents, those with families. and those who work 20 or more
hours a week. Thus, another approach to increasing learning
pr()ducli\'ily is 10 get more students to take greater advan-
tage of the resources for learning beyond the classroom in
which institutions have already invested substantially. These
resources are both human (e.g., informal interactions with
faculty and staff, librarians, and motivated peers) and physi-
cal (e.g., libraries, laboratories, residence halls, and unions).
The idea of getting students to devote more of their out-
of-class time to educationally purposeful activities has been
around for a while, In the past decade, many scholars have
pointed to the importance of these out-of-class experiences
10 attaining the goals of higher education (Astir 1993h;
Baxter Magolda 1992b; Boyer 1987; Chickering and Reisser
1993; Kuh, Schuh, Whitt, and Associates 1991; Kuh 1993x;
Pace 1990; Pascarella and Terenzini 1991). Employers also
have expressedd indirectly an interest in what students gain
from their experiences outside the classroom, saying that
while students are well-prepared in their major ficld many
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lack the practical competencies needed 1o be suceessliul in
the workplace, what Braffee €1993) called the craft of inter-
dependence” (p. 1) These competencies include skills in
conumunication. group process, team work. decision mak-
ing, and understanding and demonstrating sensitivity to
workplace culture (Cappelli 1992: Ewell 1994 Frisz 198 1),
Although practical competencies can be obtained in class-
rooms. laboratories, and studios, the nature of many out-of-
class activities requires that students become competent in
these areas (Kuh 1993, This is because many experiences
outside the classroom put the student at the center of learn-
ing (Baxter Magolda 1991, demanding that students exam-
ine and test their skills and values in a variety of situations
not unlike those they will encounter after college. College
gracluates must be well-educated. learned. and competent,
prepared to contribute to and thrive in the complex world in
which they will live and work.

Society's needs will be well served if colleges and wniversi-
ties wholebeartedly connmit themselees to providing stu-
dents with opportinitios to experience and reflect on the
world beyond the campus. Books and lectieres provide an
intellectial grounding in the realitios of the menketpleace

and of the nation's social difemmas. But there is no sub-
stitute for experience. Academic work shoulded be comple-
mented by the kinds of knowledge derived from first-hened
expericnce, such as contributing to the well-heing of oth-
ers. participating in political campeigns, and working
with the enterprises that create wealth i onr society
(Wingspread Group 1993, p. 10).

However, many taculty members as well as academic and
student atfairs admimistrators do not direct their energies to
cultivating the nawral links between what students tearn in
their classes 1o their lives outside the classroom. That is.
their behavior seems to retlect the erroncous belief that
whatever is worth learning can only be learned in the class-
room, thus creating debilitating psvehological and symbolic
boundaries between the formal curriculum and other learn-
mg and personit development experiences.

In summary, many factors are toreing institutions (o
become more productive. Increasingly diverse students musit




be prepared o work ina global economy that requires com-
plex job skills (Tucker 1993). However, nuny of these stu-
dents are not prepared for college-level work, Lacking the
academic and social skills needed o take advantage of the
resources tor learning and personal development colleges
oftfer. Moreover. it is ne longer sutficient to prepare a stu-
dent in asingle discipline and assume that preparation will
be sufficient for a litetime of work.

No single experience, or category of experiences, e
precursors of the desired changes in knowledge, skills. and
attitudes that oceur during college. Rather, these chunges
appear to result from a set of cumulative, interrelated, and
mutwadly supporting expertences sustitined over an extended
period of time (Terenzini and Pascarella 1994). In other
words, students change as whole, integrated persons: virtu-
ally all their academic. nonacademic, in-class, and out-ot-
class experiences are potentially important to these changes.
What scems to be key is the breadth, as well as depth. of
student involvement in both the intellectual and social expe-
rienices of college. That is, most important is a student's total
level of campus engagement, especially when the academic.
iaterpersonal. and out-of-class experiences are mutually
supporting and relevant to a pacticular educational outcome
Out-of-class activities (e.g . child-rearing. work, community
service, leadership in organizations) are potentially powertul
adjuncts to the formal academic program when students
apply what they are learning in the dassroom to these set-
tings and vice versa e, using their out-of-cliass experiences
to make meaning of what they are studving in class).

This suggests that the tighter the connections between the
curriculum and students” out-of-class lives, the greater the
benefits. To motivate students o use their out-of-class time
more wisely, faculty, academic administrators, and student
alfairs personnel must themselves behave in ways that tran-
scend the artificial boundaries hetween in-class and out-of-
class learning experiences. To support such a culiare
change. a compelling case based on evidence is necded.

Purpose

Out-ol-class experiences tend o be overlooked when estimai-
ing the effects of college auendince and how o enhance
student learning,. Theretore, it is important that the contribu-
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tions of these experiences in attaining the purposes of under-
graduate education be identified so that they can be
addressed intentionzlly in efforts to promote student learning,

The purpose of this report is to summarize what is
known about student learning outside the classroom and to
suggest ideas for how to connect academic goals and class-
room expericnces to students” lives outside the classroom
and vice-versa. The thesis on which the report is based is
that if institutions could get students to use their out-of-class
time in more educationally purposeful ways, and more
dosely link the curriculum and students' classroom experi-
ences with what students do with their lives outside the
classroom, levels of undergraduate learning will increase
thereby boosting institutioral productivity.

Apportioning what students learn during college into
discrete categories of in-class and out-of-class experiences
does violence to the assumption of holistic tlent develop-
ment (Astin 1985) and the empirical research on the impact
of college on students (Pascarella and Terenzini 1991),
which indicates that what students do outside the classroom
influences what they do in class and vice versa.

The concepts of “learning, ™ “personal development,” and
“student decelopment” are inextricably intertwined . .
inseparable. [Even though] colleges traditionally organize
their activitios into “academic affairs” (“learning” . . .
“cognitive development ) and “student afjairs” (“affective”
or “personal development™) . . . this dichotomy bas little
relevance to post-college life, where . . . one's job perfor-
mance, family life. and community activities are all high-
ly dependent on cognitive and affective skills. Indeed . . .
many important adult skills (¢.g., leadership, creativity,
citizenship, ethical bebauior . . . ) are both cognitive and
daffective. [And] research shows that the impact of an insti-
tution’s “academic” program is mediated by what bappens
outside the classroom (American College Personnel
Association 1994, p. 1).

Moreover, the combination of experiences inside and out-
side the classroom makes unique contributions to student
learning and personal development while in-class and out-
Hl-class experiences make their own independent coniribu-
tions. Thus, ignoring out-of-class experiences and their
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impuct on desired outcomes of higher education is
foothardy and shortsighted.

Overview and Scope
The report is organized around th 2e questions:

. How do out-of-class experiences of undergraduates con-
tribute to the gouls of higher education (Bowen 1977)
and valued ourcomes of college (Pascarella and Terenzini
1991

. What are the institutional conditions (e.g., policies. pro-
grams, practices) that encourage students to use institu-
tional resources and their out-of-class time in more
educationally purposetul ways?

. What can academic administrators, faculty, student affairs
staff, students, and others do to create richer, more
engaging environments ¢at connect out-of-class experi-
ences (including opportunities beyond the boundaries of
the campus) with the institution’s academic purposes?

Out-of-class experiences are broadly defined to include
all activities in which students engage during undergraduate
stud | that are either directly or indirectly related to their
learning and performance and occur beyond the formal
classroom, studio, or laboratory setting. Such activities
include, but are not limited to, studying in the library, inter-
acting with peers and faculty, participating in organized
cumpus-based events (¢.g., orientation, cultural and theatri-
cal performances) and activities (e.g., organizations), work-
ing on or off the campus, and using other resources colleges
provide for undergraduale learning and personal develop-
ment, whether human (instructors, advisers, coaches, admin-
istrators) or physical (ibraries, laboratories, studios, unions,
playing 1eids, residences). Such experiences are education-
ally purposeful when they are congruent with the institu-
tion's educational purposes and a student’s own educational
aspirations (Kuh et al. 1991).

We first describe the approach used to identify the rele-
vant literature and the outcomes framework used to analyze
the pertinent research. The link between involvement in out-
of-class activities and educational attainment is examined
next. Then, the out-of-class experiences associated with
persistence and various categories of outcomes are
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discussed. From the literature we distilled nine conditions
that characterize developmentally powerful out-of-class envi-
ronments. Such environments encourage students to take
advantage of learning opportunities both in and outside the .
classroon. Moreover, tiken together these conditions i
encourage students o integrate what they are learning
through their out-of-class experiences to their academic
studlies, and vice versa. The report concludes with implica-
tions for those interested in encouraging the use of out-of-
class time in more productive, educationally purposetul
ways—governing board members, presidents. academic
administrators, student affairs administrators, faculty, und
students.




WHAT THE LITERATURE SAYS ABOUT LIFE OCUTSIDE THE
CLASSROOM AND DESIRED OUTCOMES OF COLLEGE

Pascarella and Terenzini (1991) reviewed the college out-
comes literature through about 1990. However, the
outcomes associated with out-of-class activities are not reach-
ly identifiable from their excellent, massive synthesis. In
addition, some since-published studices have addressed the
links between out-of-class expericnces and outcomes. To
distill the contributions of out-of-class experiences of under-
graduates to valued educational goals, three bodies of litera-
ture were reviewed:

L Muliiple institution studies of student learning and pet-
sonal development such as Astin's (1993b) fongitudinal
study of 25000 undergraduate students from 217 four-
year colleges and universities conducted under the aus-
pices ol the Cooperative Institutional Research Program
(CIRP)Y and Pace’s (19901 analysis of College Student
Experience Questionnaire (CSEQ) data from several hun-
dred institutions;

- Syntheses of extant research (eg., Bowen 1977 Feldman
and Newcomb 1969), drawing extensively on the material
in Pascarella and Terenzini's (1991 comprehensive

L L bk L
2

review of college outcomes focused specifically on the
contributions of ott-of-class experiences to vatued out-
comes of college: and
3. More recently published studies not reviewed by
Pascarella and Terenzini (e.g.. Baxter Magolda 19920,
Chickering and Reisser 1993; King and Kitchener 199+,
Ruh 19934 1993), including those from the National Study
of Student Learning, a rescarch track funded through the 3
National Center on Postsecondary Teaching, Learning and -
Assessment (e.g., Nora, Hagedorn, Cabrera, and
Pascarella 199+ Pascarella, Bohr, Nora, Zusman, Inman.,
and Desler 1993; Pascarella, Terenzini. and Blimling 199+
Pascarella, Edison. Nora, Hagedorn, and Terenzini In
pross: Pascarella, Edison, Whitt, Nora, Hagedorn, and

B Terenzing In press: Springer. Terenzini, Pascarella, and “
Nora 1995; Terenzini. Springer. Pascarella. and Nora
1995),

A tourth literature was consulbted. learning theory and
rescarch in the tradition of cognitive and developmental
psychology (e Alesander and Murphy 199 1 Bandura
1977 1980 Rennmger. Hide and Krapp 1992 Vera and
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Simon 1993), to distill implications for ways to make out-of-
class activities more educationally purposetul,

Guiding Frameworks

Two analytical frameworks are used to interpret the find-
ings: (1) the involvement principle. and (b) person-environ-
ment interaction frameworks. The involvement principle
posits that the more time and energy students expend in
cducationally purposetul activities, the more they benefit
(e.g.. Astin 1984 Kuh 1981; Pace 1979: The Study Group
198:4). Astin's (198 five postulates of involvement illustrate
why time and energy are important to learning:

- Imvolvement is the investment of physical and psychologi-
cal energy in various activities. The activities may be quite
general (e.g.. the freshman year) or specific (e.g.. prepar-
mng for a chemistry examination):

Involvement occurs along a continuum, in that different
students exhibit different degrees of involvement in a
given activity or task with the same student manifesting
different degrees of involvement in different activities at
ditferent times:

Involvement has both quantitative and qualitative fea-
tures. The extent of a student’s involvement in academic
work, for instance, cian be measured quantitatively (e.g.,
hours devoted to studying) and qualitatively (e.g.,
whether the student reviews and comprehends reading
assignments or simply stares at the textbook and day-
dreams);

t. The amount of educational benefit associated with any
activity is directly proportionat to the quality and quantity
of a student’s investment of time and energy: and

. The effectiveness of any educational policy or practice is
directly related to the capacity of that policy or practice to
increase student involvement.

Person-environment interaction frameworks (e.g., Baird
1988; Huebner 1989; Lewin 1936; Pervin 1908; Stern 1970)
are broadly defined to include social ecology and campus
culture (Kuh and Whitt 1988). Taken together, these views
indicate that mutual shaping occurs between individuals and
their environments. Thus. under certain conditions, it is pos-




sible to influence the outcomes associated with college
attendance.

Our analysis of the literature also was guided by the fol-
lowing assumptions (American College Personnel
Association 199-4):

in general,
many out-of-
1. Talent development (Astin 19851 is the over-arching goal class
of undergraduate education: experiences
2 Thc d.()muin.j of learning and pcrson;?l development are are positz‘vely
1qulr1cuhl_v lnlcn‘\\'mcd' and overlap in some arcas: cach related to
affects the other in myrtiad ways;

3. Both students and institutions contribute to student learn- Stud‘:)nt
ing: that is, learning and personal development occur persistence
through transactions between students and their environ-  and, therefore,
ments: and attainment Of
4. Expericnces in various in-class and out-of-class settings, students’
h()ll»\ on zmd.()ﬂ" the campus, contribute to learning and educational
personal development. . .
objectives.

Educational Attainment
In this section we summuarize the literature retated o out-of-
class experiences, persistence, and degree attainment (table
1). Educational atainment (i.e., obtaining one's desired edu-
cational objective) is not a behavioral or psychological out-
come (Astin 1977) as are the other outcomes domains
discussed later. Nevertheless, persistence is important because
the closer students come to attaining their educational objec-
tives, the greater their learning and personal development
gains (Pascarella and Terenzini 1991). For this reason, it is
important to understand the relationships between out-of-
class experiences, pevsistence, and degree attainment. For
example, the more satisfied a student is with the institution,
choice of major, triends, academic progress and so forth, the
more likely that student is to graduate (Tinto 1993) and more
fully realize the benefits of a college education.

In general, many out-of-class experiences are positively
related to student persistence and. therefore, attainment of
students’ educational objectives. The findings from this
E research can be divided into five categories: (a) general
oo institutional characteristics; (b) specific institutional subenvi-
ronments; (¢) student satisfaction: (d) social and academic
integration: and (¢) student support services.

Studdent Learnmg Outside the Classroom 13
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TABLE 1

OUT-OF CLASS ACTIVITIES ASSOCIATED WITH
PERSISTENCE AND EDUCATIONAL ATTAINMENT

Yariables Impact
General Institutional Characteristics
Institutional size Mixed?
Attending i histonically black stinution for
African American students Positive
Attending a4 women's college for women Positive

Institutional Subenvironments
Living on campus Positive
Fratermity or sorority membership Positive
Working part-time on campus Positive

Student Satisfaction
Student-faculty interaction Positive
Student-student interaction Positive
Instnutional emphasis on diversiy Positive
Absence of perceived sense of commumity Negative
Workmg otf-campus Negative

Social and Academic Integration
Participating in orentation Positive
Partcipaing meatra-curricukar activities Posive
Interaction with faculty owside the classroom Positive
Quuality of refations with peers Positive
Living in campus residence Positive
Student Support Services
New student orientation Positive

Low ratio of student affars sLif to students Positive
Advitmg programs Mixed®

he resedrch s contradictony in this area, that s, some studres show thu
the aatnaty s post el related o persistence. othier studies mdicate the
achiviy s negatnely rebaesd

General institutional characlevistics

Certain aspects of an institution's out-of-class environments
are cither directly or indirectly related to the attiinment of
educational goals. Among the more important seem to be
institutional size and racial or gender composition.

The effects of institutional size on persistence and degree
atinment are inconsistent and contradictory (Pascarella and
Terenzini 19910, Por example. Stoecker and Pascarella (1991)
tound that institutional size was negatively related o




involvement in social activities, which consequently atfected
educational attainment for women (Pascaretla and Terenzini
1991). A similar relutionship was found between institutional
size and the educational attainment of African American and
white men and women (Pascarella and Terenzini 1991
stoecker, Pascarella, and Wolfle 1988). The crucial aspect of
size is its eftect on studens ability to become integrated
socilly into the institution. That is, kirge institutions nega-
tiveh influence social involvement and integration during
college, even after taking into account such characteristios
place of residence and institutional sclectivity (Astin 1977
Chickering and Reisser 1993: Stoecker and Pascarelha 1991
stoecker. Pascarella. and Woltle 1988).

An institution’s racial composition appears 1o have an
influence on educational attainment, an ettect thai nuy be

N

mediated prinmarily through social involvement Many have
suggested that African American students find the environ
ments of many predominantly white colleges and universi-
ties 1o be alienating compared with those of historically
black institutions (Allen 1987 Blackwell 1981: Edmonds
1984; Livingston and Stewart 1987 Loo and Rolison TY80;
suen 1983). Thus, persistence rates for students of celor at
predominantly white institutions are often far lower than
those for white students. In contrast, Alrican American stu-
dents attending predominantly black institutions are + ore
likely to persist and attain their educational objective CAstin
1975 Cross and Astin 1981: Pascarella, Smart, Fthington, and
Netdes 19870, Studies conducted by Fleming (198 1) Nettles,
Thoeny, and Gosman (1980); and Willic and Cunnigen
(198 D) found “that black students who atend predominantly
black institutions benefit from a supportive social, cultaral.
and racial environment that enhances their successtul adap-
tation to the academic demands of und.rgraduate tite”
(Pascarella and Terenzini 1991, p. 382) However Gurin and
Epps (19750 studying first-vear Almcan Amierican students
from nime histortcally blck insttatons tound no significant
relationships between the degree of involvement on campus
and educational aspirations, after controlling tor institutional
selectvity and intial asprrations. Inany event, the effect of
historically black colleges and nniversities on African
American students” attainment seems to be sl estinuated
at less than 1 pereent of the total vanance m educational
dttainment (Pascarclla and Terenzing 19910
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Atending a single-sex institution seemis to enhance per-
sistence and educational attainment, especially for women
(Astin 1977 1993Dh; El-Khawas 1980; Tidball and
Kistiakowsky 1976). This effect is, in part, a function of the
supportive intellectual and social climate where wonien
perform all the intellectual and social leadership tasks and
are exposed to appropriate role models (Monteiro 1980;
smith 1988: Tidbail 1980 1986). As with racial composition,
the total effect of gender composition on educational attain-
ment appears to be small, accounting for less than 1 percent
of the total variance (Pascarella and Terenzini 1991),

Fimally, students who adhere to a particular religious faith
and attend institutions affiliated with that faith have a
stronger commitment to their institution and to persisting
and accomplishing their educational objectives (Astin 1975;
Clewell and Ficklen 1980).

Specific institutional subenvironments

Certain subenvironments (e.g.. residence halls, work set-
tings, student organizations) specific to various institutions
or institutional types have been shown to affect persistence
and educational attainment.

Living environments. Aftcr examining persistence of
African American and other first-year students at 4 regional
public university, Thompson, Samiratedu, and Rafter (1993)
deterniined that academic progress and retention were sig-
nificantly higher for those students who lived on campus
compared with those who lived off campus, irrespective of
race, gender, or admissions status (i.c., regular admission or
those who did not meet the standard requirements).
Membership in fraternities or sororities also has positive
effects on persistence and degree completion (Astin 1975).
However, students who live on campus typically differ
from their counterparts who do not (e.g., higher family
socioeconomic status, aptitude, and aspirations) which make
these students more likely to persist and graduate than their
counterparts who commute to campus (Astin 1985;
Chickering 197+ Pascarella 1984). These initial differences
are accentuated by living on campus, Nevertheless, the
cflect of the residential nature of colleges on persistence and
accomplishment of educational objectives is small, account-
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ing for perhaps no more than 1 pereent of the total variance
(Pascarella and Terenzini 1991). In addition, the eftect of the
residential experience seems to have difterential impact
based on institutional characteristics. For example. the effect
of living on campus had its greatest impact on degree attain-
ment of first-year students at four-year colleges and a small-
er positive ettect on students at four-year universities: the
effect was trivial for students at two-year colleges (Astin
1973). The latter result may be flawed., however. due to the
smaller number of two-year institutions with residence facili-
ties (Pascarella and Terenzini 1991).

The context of the living environment also is important in
that some living experiences are ncher and more develop-
mentally powertul. thus influencing persistence and degree
attainment to varying degrees. What seems to be important.
then. for maxinuzing the developmental impact of the living
unit is to emphasize factors such as formal policies and a
peer culture that value academic achievement as well as
soctal integration (Pascarella and Terenzini 1991).

Work. Part-time emplovment on campus, persistence. and
degree attainment are positively correlated (Astin 1982:
Ehrenberg and sherman 19870 However, oft-campus
employment is negatively related 1o educational atainment
(Astin 1982; Ehrenberg and Sherman 1987).

Involvement in activities. Participation in cocurricular
activities is positively related to persistence (Carroll 1988;
Mallinckrodt 1988: Mallinckrodt and Sedlacek 1987 Nelson,
scott, and Brvan 1984 Simpson. Baker. and Mellinger 19800,
Hanks and Eckland (1970) speculated that involvement in
cocurricular activities may intluence persistence in two ways:
ta) students are connected psychologically and socially o an
attinity group that is achievement-oriented. which reinforces
the desire to graduate, and (h) students become involved in
adtivites that allow them o acquire skills and competencies
that make it more likely they can succeed in college (e.g..
interpersonal skills, self-confidence) (Pascarella and
Terenzn 199 1) Alter examining CIRP data, Ethington (1991
concluded that students who were more involved had signil-
icantly higher levels of educational attiinment. Ethington
also tound that ~diferences in educational attainment levels
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of students [was] o a far greater extent the result of individ-
ual differences than it lwas| ditferences in the types of insti-
tutions they attend™ (p. T,

The extent to which participation in cocurricular activities
affects persistence seems to be conditional in that such par-
ticipation influences students differently. Pascarella and
Chapman €1983) and Pascarella and Terenzini (1979) found
that involvement had the greatest positive impact on persis-
tenee for students with lower tevels of commitment o the
institution and their educationat goals: that is, the greater the
commitment to attaining educational goals, the less impor-
tant engagement in campus life is to persistence. Pascarella
and Terenzini (1983) and Ethington and Smart (1980) found
that involvement had a greater positive effect on first-year
persisience for women than for men. Because a variety of
out-of-class experiences seem to be related o student com-
mitment to the institutions (¢.g., involvement in athletics,
fraternity or sorority membership). there seems to be a link
between participation in certain out-ol-class activities and
persistence via increased student commitment to the institu-
tion and to carning a degree.

Student satisfaction

Student satisfaction with the institution is an important but
sometimes overlooked variable in determining the quality of
the undergraduate experience. Satisfaction represents a
sense thar the student feels e or she belongs at, and is foyal
to. the institution (Lenning. Beal, and Sauer 1980: Tinto
1987) and is highly correlated with involvement
tAbrahamowicz 1988: Astin 1993b: Holland and Huba 1991
Russel and Skinkle 1990: White 199-4), persistence (Pascarella
and Terenzini 1991 Tinto 1987™), and academic performance
(Bean 1980; Bean and Bradiey 1980; Bean and Vesper 1994
ke 1991 1993,

Although an affective measure. it may be argiied that
Mudent satisfaction is one of the most direct tests of post-
SCCONAA Ry SHCCOSS CGiven that individual students are
the prreimanry beneficiaries of the college experience, asking
them how satisfiod they are with those experiences is an
obrions way to measure this suceess (Gielow and Lee.
cited in Knox. Lindsay, and Kolb 1992 pp. 305-00),

Jo




Moreover, “the student’s degree of satisfaction with the
college experience proves to be much less dependent on
entering charactenstics .. and more susceptible o influ-
ence from the college environment™ (Astin 1993b, p. 277,
Thus, satistaction with the college experience is i factor tha
warrants atention by institutional agents (Astin 1977 19931
Bean and Vesper 199 1 Knox, Lindsay. and Kolb 1992,

A number of out-of-Class experiences have been linked to
satisfaction. In perlups the most extensive investigation of
environmental factors associated with satisfaction, Astin
19931 tound that satistaction with the wotal college experi-
enee was positively associated with greater student-faculy
and frequent student-student interaction, leaving home 1o
atiend college, and the institution’s emphasis on diversity.
satistaction with the overall college experience was negi-

tively affected by the absence of a perceived sense of com-
munity and working off campus. Astin (1993h) also found
that satisfaction with student support services was positively

related to the pereentage of expenditures devored 1o these
Services.

sStudent satisfaction seems to luive a stronger ¢ fect on
grades than vice versa (Bean and Bradley 1980) Morcover,
faculty-student interaction and peer interaction seems 1o
positively infuence satistaction (Astian 1993D: Bean and Kuh
198-0) while attending cultural events (olays, films, concerts)
has been found to be negatively related (Pike 1991,

Using data from the 1979 tollow-up to the Nettionel
Longitidinal study of the High School Class of 1972 (NLS-
72}, Knox. Lindsav. and Kolb (1992) found weak. direat
cltects of some out-of-class variables on satisfaction, For
example. students at Larger institutions tend to be more satis-
fied with recreation and sports facilities. Also, students at
residential caimpuses report higher levels of satsfaction with
social tite. It may be, though, that the Lawer relationship is in
part an artifact of institutional prestige Gioe., residential insti-
tutions tend to "se perecived as more prestigious).

Ina study of first- and second-year honors students, Bean
and Vesper €199 1) found that for both men and women
satisfaction was positively related with confidence in aca-
demie abilities and perceiving their courses 10 be relevant.
Having friends. contact with adviser. and living on campus
contrbuted to satistaction for women. This finding supports
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the rescarch of Gilligan (1982) and Belenky. Clinchy,
Goldberg. and Tarule (1986), which suggests that women
respond positively to environments that emphasize relational
qualities. In contrast, for men, major and career certainty
were significant factors.

Using the College Swadent Satisfaction Questionnaire
(CSSQ), Robertson (1980) found no statistical differences in
student satisfaction with respect to the social life or physical
condition: of the environment between African American
and white students at a predominantly white institution in
the South,

Finally. in a study of the relationship between serving as
an orientation assistant and satisfaction, Holland and Huba
(199D found statistically significant differences in satisfaction
hetween those who did tmore satisfied) and those who did
not tess satisfied) he ve this experience.

Social and academic integration

Social integration is often measured as a composite of peer-
peer interactions and faculty-student interactions while aca-
demic integration reflects satislacdon with academic
progress and choice ol major. Orientation programs, for

example. have a positive impact on persistence through
cencouraging students to become integrated into the institu-
tion's academic and social systems (Pascarella and Terenzini
1991).

Grosset (199D examined persistence of “younger™ (age 23
and vounger) and “older” tmore than 23 years old) students
using components of Tinto's (1975 theoretical mode] of
student attrition. Two variables discriminated between
younger persisters and nonpersisters: academic integration
variubles related to out-of-class interactions with faculty and
the amount of cognitive progress reported by students.
Discriminating between older persisters and nonpersisters
were self assessments of study skills and cognitive progress,
The quality of the academic experience, particularly out-of-
class contuet with faculty, seemed 1o be the most inlluential
factor for younger students; social integration was also
important but to a esser degree. Older students” perceptions
of their readiness for college-level academic work was the
most important factor i persistence. Brower €1992) tound
that student persistence was significantdy higher for those




students who focused less on making friends and time man-
agement issues during the first semester.

After examining students” academic and social integration
at community colleges and their intent to graduate from a
four-year school, Bers and Smith (1991) concluded that
those tuctors intluencing persistence for four-year students
also held for community college students. The variables
discriminating between persisters and nonpersisters were
intent to re-enroll, educational objectives, precollege charac-
teristics, and employment status; academic integration and
social integration discriminated berween the two groups to
lesser degree,

Peers are particularly important with regard to social inte-
gration because students are more likely o stay in school
when they feel comfortable and connected to other students
with similar interests and aspirations (social integration)
(Bean 1980; Spady 1970: Tinto 1975 1987). For this reason,
perhaps, fraternity and sorority membership are positively
related to persistence (Astin 1975). In addition, institutions
with higher levels of student social interaction also have
higher levels of student educational aspirations (Pascarella
1983). Cooperative Institutional Rescearch Program data
(Astin 1977 1982 1993b) indicate that

obtaining the bachelor's degree was positively influenced
by attending a college with a high level of cobesion in the
peer enviroment (the number of peers whom the stident
- regerded as close friends) or where students frequently
participated in college-sponsored activities and there 1wes
a high lecel of personal involvement with and concern for
the individual student (Pascarclla and Terenzini 1991, p.
384).
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However, Gurin and Epps (1973), studving African American

first-ycar students at nine historically black institutions,

— found no significant relationship between the degree of
studdent interaction on campus and students” educational
aspirations.

The rescarch on the relationships between taculty-student
interactions outside the classroom and persistence and

- degree attainment is generally tavorable, though somewhat

mixed (Pasciretla TO80). Some (Astin 1977 1993h; Pascarella
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and Terenzini 1976 1977; Terenzini and Pascarella 1980)
have found persistence to be "positively and significanty
refated o wotal amount of stwident-faculty non-classroom
contact with faculty and particularly to frequency of interac-
tions with faculty 1o discuss intellectual matters™ (Pascarella
and Terenzini 1991, p. 39-4). However, others (Bean 1980
1985 Voorhees 1987) concluded that student-faculty infor-
mal contact was unrelated to persistence. Because most of
these studies were conducted at single-institutions, the con-
tradictory findings probably reflect institutional differences.
meaning that the benefits of student-faculty interaction vary,
depending on the student and the institution (Pascarella and
Terenzini 1991),

However, faculty-student social interactions seem (o posi-
tively influence educatio val aspirations (Gurin and Epp
1975, Hearn 1987 Pascarella 1985) and degree completion
(Pascarella, Smart, and Ethington 1980; Stoecker, Pascarella,
and Wolfle 1988). Although the reason for this relationship is
not clear, it seems likely that when fuculty engage students
outside the classroom, and these interactions are positive,
that students may feel affirmed and develop a stronger bond
with the institution through the relutionship. These interac-
tions nay reinforce a students initial goals and deepen the
commitment o graduate (Pascarella and Terenzinn 1991,

Christic and Dinham (1991 used open-ended intenviews
to explore the factors associated with persistence for a small
group of students at a large rescarch university. Two ypes of
mstitutional experiences were most salient in terms of social
integration: living in campus residence halls and participating
in cocurricular activities. These experiences provide opportu-
nities for students o become involved in cocurricular activi-
ties and to meet other students, thus providing access o
campus-based social networks which reduces the amount of
contact with fricnds trom high school.

For this reason, at commuter institutions there seems to
be linde relationship between persistence and social integra-
tion (i.c.. interaction with faculty and peers and participation
in extracurricular activities) (Braxton and Brier 1989:
Pascarclla and Chapman 1983; Pascarella, Duby.
Terenziniand Iverson 1983 Pascaretla and Terenzini 1991
Williamson and Creamer 1988). An exception is Nora and
Rendon's (19900 study of community college students (three
tourths of whom were Hispanic) where social integration
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had a significant positive effect on students’ predisposition
to transfer. Perhaps students who have the support of peers,
faculty, and family are more likely to have a positive view
toward transferring to another institution in order o attain
their educational objectives.

Finally. parents and peers seem o intluence students’
decisions to stay or leave to a greater extent than faculty.
This suggests that who students talk with outside of class
about their studies and future goals significantly influence
persistence (Bank. Slavings. and Biddie 1990).

Student support services

Some evidence suggests that the ratio of student develop-
ment professionals to students influences persistence.
Hedlund and fones (19700 found that all the two-year col-
teges in their sample with a ratio of 1 student development
professional to 150 students or fewer graduated 50 percent
or more of their students in two years contrasted with only
20 percent of the colleges with a ratio of more than 1:150.
Astin (1993Dh) reported a similar relationship between persis-
tence and resources allocated 1o student services and per-
sonnel. Pascarella and ‘terenzini (1991) cautioned, however.
that such findings are confounded by many factors including
systematic difterences in the ability of students atiending
certain institutions,

Forrest (1985) controlled for entering student academic
ability and found that institutions that provided the most
extensive orientation and advising programs had higher
graduation rates. Other studies show similar results
(Dunphy. Miller, Woodruft, and Nelson 1987 Fidler and
Hunter 1989). However student participation in orientation
may only have a trivial, statistically nonsignificant direct
effect on persistence after taking into account students” edu-
cational aspirations. commitment to graduation. academic
aptitude. and socioeconomic status. Orientation also may
have a positive effect on persistence through its intluence on
social integration and subsequent commitment to the institu-
tion.

Advising programs, on the other hand, have inconsistent
effects on persistence. Several studies found positive elfects
(Brigman. Kuh, and Stager 1982: Tayvlor 1982). while others
report statistically nonsignificant effects CAitken 1982,
Kowalskr 197700 As with orientation, the quatity of acadeniic

...parents and

peers seem to

influence
students’
decisions to
stay or leave
to a greater
extent than
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advising may also have an indirect effect when factors such
as high school grades, gender, age, and so forth are taken
mto account (Metzner 1989).

In a study evaluating the effects of an office specifically
designed to improve persistence through encouraging stu-
dents to getinvolved in social and academic activities, Wolfe
1993) tound no difference between commuter and resident
student persistence. In fact, members from both groups who
participated in programs sponsored by the oftice demon-
strated significantly higher withdrawal behaviors during the
mntervention period compured with students who did not
participate. This unexpected finding may be a function of
the fact that participants who wished to be more involved
socrally may have left the institution o seck out an environ-
ment that encouraged social behavior, while academic inte-
gration ny have been a more salient tactor tor those who
persisted.

Outcomes Clusters
In this section. we examine the links between out-of-cliss
experiences and a broad spectruin of desired outcomes of
postsecondary education. The wpology used to examine the
learning and personal development outcomes associated
with out-of-class expenences s based on the one developed
by Kuh (199341 The outcomes are organized into fve clus-
ters: )
1. Cognitive complexity: cognitive skills including retlective
thought, critical thinking (c.g., ability to summarize intor-
mation accurately and perceive logical coherences and
discernable themes and patterns across difterent sources
ot information ). quantitative reasoning, and intellectual
Hexibility tie. openness 1o new ideas and different
points of view);
Knowledge acquisition and application: understanding
knowledge from a range of disciplines and physical, geo-
graphic, economic, political, religious, and culural reali-
ties. and the ability to refate knowledge to daily life
including using information presented in one class in
other classes or other areas of life;
3 Humanitarianism. an understanding and appreciation of
human differences including an increased sensitivity to
thie needs of others:

).)
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4. Interpersonat and intrapersonal competence: a coherent,
integrated constellation of personal attributes (e.g | identi-
ty. self-esteem. confidence, integrity, apprediation for the
aesthetic and spiritual qualities of life and the natural
world, sense of civie responsibiling) and skills (e.g. how
to work with people different from oneselt); and

5. Practical competence: skills reflecting an enhanced capac
ity to manage one’s personal affairs (¢.g., time manage-
ment, decision making?, to be cconomically
self-sufficient. and to be vocationally competent.

Although the Kuh typology is based exclusively on bene-
fits students atributed to out-of-class experiences, it is simi-
lar in scope o those developed Dby others (Astin 1977 1993b;
Bowen 1977 Lenning 1970: Micek, service, and Lee 19735),
In addition. it accounts for all the outcome domains distilled
from the literiture by Pascaretla and Terenzini (1991):

knowledge and subject matter competence, cognitive skills _
and intellectual growth, psychosocial changes, attitudes and -3
values. moral development. educational attainment, career ‘
choice and development. economic benetits, and quality of
life.

Cognitive complexity

Reviewed in this section are the skills and attitudes associat-
ed with out-of-cliss experiences that enable a college-edu-
aited person to think critically and o evaluate logically or
assess the quality of one’s own thinking and experience by
exercising independent judgment cable 2). Some studies

have not found links between out-of-class experiences and
cognitive development. For example, Hood (1980 found no

significant relationships betweer, gains in cognitive complex-
ity and such variables as place of residence. work experi-
ence, and participation in various campus activities, The
type of out-of-class activity in which a student participates,
or the nature of the institutional environment in which the
activity occurs (e.g. academic theme-oriented residence,

fraternity house) may explain why some studies show signif-
icant changes in cognitive complexity while others do not

When gains in cognitive development are linked 1o out- i
of-class experiences, they tend 1o be related to the amount NS
of effort students expend m educationally purposeful activi- ‘
tics, such as studying or talking with peers and faculty about
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TABLE 2

OUT-OF-CLASS ACTIVITIES ASSOCIATED WITH GAINS
IN COGNITIVE COMPLEXITY

Activity Impact
student-facuity mieracuon Posive
Living in academic theme residences Positive
Living i campus residences Mixedd!

Working ton or off campus) Noneh

Balinced engagement i acadenug and

sociad activities Positive
Attending a historicatly black mstitauon for

Alrican American students Positive
Fraternity membership for white men Negative
Frateraty membership for African Amencan men Positive
Sorority membership Negatne

FIhe research s contradharon m this area that s, some studies showe 1t
the ety s posinely related 1o gans m cogmne complesny, ather
studhies indicate the acovay s negatively rclated

Stuchies mehcate neither a posan e nor negatn e el wonship between the
dctnvany and . gams meocognmve complesan

advising matters (Frost 1091 or other issues related to their
studies teug.. paper topics, graduate schoob) CAStin 19931,
Pace 1990). For example. studies of seniors (Gafl’ 1973
Wilson. Wood. and Gatt 1974 Wilson, Gatt. Dienst. Wood.,
and Bavry 1975 show that those more involved in certain
activities tintellectual, vocational, athletic. political, social)
mude greater progress on aimensions of cognitive growth
tlearning abstractions. applving principles, evaluating materi-
als and methods) than those who were less involved. Based
on interviews with seniors from twelve institutions, Kuh
C1995) found that the majority of the out-ol-class antecedents
of gains in cognitive complesity were distributed across five
dreas: () peer interaction, (b academic activities (e g
studying). (&) other miscelkineous antecedents (e, influ-
ence of Lamily, illnes<). tdy campus cthos, and () leadership
responsibilitios.

such indings suggest i student cogmive growth may
be intluenced by variety of expericnces and conditions on
Caampus, particulaly when out-of-cliss clinates and expe-
Hnenees U)Ill[)]k'lll('nl and cncourage stndents to integrate
what they learn in chiss waith then Tives outside the class-




room (Kuh 19933, These activities may be especially impor-
tant tor African American students (Mackay and Kuh 199-4)
and older, part-time students who seem to benefit more in
terms of cognitive devetopment from the amount of time
they invest in studving and related activines (Arnold. Kuhy,
Vesper, and Schulu 1993; Kuh, Vesper and Krehbiel 1994).

Student-faculty contact. A numbcr of studies hat > found
positive correlations between cognitive complexity outcomes
and the quality of relations between students and facalty
(Endo and Harpel 1983; Pascarella et al 1983 Terenzine and
Pascaretla 1980 Volkwein. King, and Terenzini 1986).
Wilson ¢t al. (1973) reported that those seniors who spent

the most time with faculty outside of class also exhibited the
greatest gains in cognitive outcomes (e.g., comprehension.
interpretation, evaltuation, or extrapolation abilities)
(Pascarella and Terenzini 199D, Kuh (1993) reported that
onlv about a quarter of the gains in cognitive complexity
were associated with academicos and taculty contact with a
higher proportion of men linking their contacts with faculty

with gains m this area and women more frequently atwibut-
ing gains to contacts with peers. In general. students report-

ing greater gains in cognitive development are those who:
() pereeive taculty as being concerned with teaching and
student development. (h) have devcloped a close. inthuential
relationship with at least one faculty member: and (¢ report
that their peers have had an mportant mfluence on ther
development.,

Baxter Magolda (1992 found that students at advanced.,
more complex levels of intellectual development Gas

assessed by the Measuare of Epistemological Retlection, an
instrument based on Perry’s 1970 scheme of intellectual and
cthical development) prefer interactions with faculy during
which the faculty treat students as partners in constructing
knowledge. students at less complex levels of intellectual
development prefer that faculty assume the rote of authonty

by structuring assignments and removing ambiguity and e
multiple interpretations by adentitving night and wrong
ANSW TS, .

Living and work environments. Several researchers ave
noted elationships between the characteristios of ving
drrangements and cognine development Fon example,
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Pascarella and Terenzini (1980) found thut first-year <udents
in fiving-learning residences rated the institutional environ-
ment significantly stronger in intellectual press and sense of
community and also reported significantly greater gains in
cognitive development compiared with their counterparts in
other campus residences. Living-learning programs also are
associated with declines in authoritarian or dognutic reason-
ing (Lacy 1978 Newcomb, Brown, Kulik, Reimer, and
Revelle 1971 Suczek 1972),

Winter, McClefiand_and Stewart (1981) found a statistical-
by significant negative associageswith gains on the Test of
Themate Analysis (an essay assessmeiitwsécritical thinking)
and student participation in residence halt-sponsosed activi-
tics. They specutited that campus housing does not neces-
sarily provide an environment conducive to intellectual
stmulation because students are insulated from the experi-
enees or activities that challenge comtortable ways of think-
ing and behaving compared with siedents who live off
campus (sce also Blimling 1993).

In a study of commuter students and those living in can -
pus residences, Pascarella et al. (1993) found thae students
who lived on campus exhibited greater gains in critical
thinking than those who commuted. According to Pace
(1990), students who lived on campus benefitted more 1n
terms of intellectual development even though their partici-
pation in relevant activities as measured by the CSEQ
Activity Scales is not much higher than those who live off
campus. This suggests that it may not be the activities thems-
seives that promote or foster development. but the contact
with peers and others that such activities produce. Pascarella
et al. (19933 concluded:

Residential living may be most influential in fostering
cogitive growth in areas that are not closely linked to
specific course or curvicular expericnces. . .. General
coguitive growth during college is fostered not just by
corrse work and academic inrolrement, but also by social
and intellectual interaction with peers and fucully (p.
219).

such interactions are more likely to oceur when students
live on campus than if' they commute (Chickering 1974
Pascarella and Terenzini 1991,




With regard to work, no significant differences were
found in critical thinking gains for students who worked on
S campus, worked oft campus, or did not work during the first
year of college (Pascarella, Bohr, Nora, Desler, and Zusman
1994).

e Academic and social involvement. Engagcement in both
8 academic and certain types of social activities appear to
contribute to intellectual skill development. For example,
Pascarclla (198-) used the Watson-Glaser Critical Thinking
Appraisal to examine the relationships between changes in
critical thinking during the first year and a variety of factors
: (eg.. academic and social experiences. place of residence.
o time spent studying, cocurricular activines, number of intel-
B lectually oriented interactions with faculty and peers). These
factors had only trivial and statistically nonsignificant rela-
tionships with critical thinking at the end of the first year
when the initial level of ertical thinking was tuken into
account. But when the variables were combined to create a

composite estimate of student social and intellectual involve-
ment, a statistically significant association was found
between involvement and entical thinking at the end of the o -
freshman year. Similarly, Ory and Braskamp (1988) and Pace i
e (1987 1990) found that the level of student involvement or
effort in both academic Cintellectualy and interpersonal expe-
ricnces correlated significantly with a measure of inteltectual
skill development. Fleming (1982 198+4) studied groups ot
< first-year students and seniors at a predominantly African
American and a predominantly white institution and found
= greater first year-to-senior gains in cognitive development
’ for students at the predominantly African American institu-
tion. This mayv suggest that the environments at certain col-
' leges encourage higher levels of social interaction for
mujority students.
Compared with students who do not belong to Greek-
letter social organizations, members of white fraternities
score lower on end-of-the-first-year measures of reading

comprehension. mathematics., critical thinking, and compos-
ite achievement (Pascarella, Edison, Whitt et al. In press). )
) Sorority members showed similar, though less substantial,
negative ceffects after the fiest year on these tour measures
- with only the reading comprehension and composite
' achievement scores bemg statistically significant. For men of
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TABLE 3

OUT-OF-CLASS ACTIVITIES ASSOCIATED WITH GAINS
IN KNOWLEDGE ACQUISITION AND APPLICATION

Activity Impact
Amount of titse spent studyving Positive
Amount of tune spent socitlizing Negauve
Student-taculty interaction. especially when focused

on substnin e topies (e research projects) Positne
Time devoted 1o community service Positive
Sorerity: membership Mixed?
Fraterniy membership Negative
Peer mteractions when focused on course content.,

discussing racial or ethnic issues Positive
Holding a leadership position Positive
Living in campus residence Mixed
Lnmg m an acadenie theme residence Posune
Futormyg other students Postive

he researchns comradicon m s area. that s, some stadies show that
theacman s posinvely related o gans i knos ledge acguminon and
apphicanon. other studies ndicate the acunane s negatinely related

color fatermty membership eserted @ modest positive intlu-
cence on these outcomes (Pascarella, Edison, Whitt et al. In
press),

According to Ferenzinn et al. (1993, "Both students’ class
related experiences aned their out-of-class experiences made
statistically significnt and unique GF sometimes modest)
contributions to the explanation of variations in intellectual
oricntations above and beyond students” pre-college traits
and their expericnces in other arcas of college tife™ (p. 39)
(see abso Terenzini. Springer. Pascarella, and Nora In press).
Students” out-ot-class expericnces uniquely explained 2 per-
cent 1o 8 pereent of the total variance. The combination of
in-class and out-of-class experiences “also exert a modest
foint cffect, 1ogether explaining between 2 and 12 percent of
the variance not attributable uniquely to any other college

expericnee of Lo students” pre-college characteristios™ (p. 100,
Sinularly, Terenzini. Springer. Pascarella, and Nora (1994
lound that changes in students” first-year critical thinking
abilties were “shaped uniquely and jointly™ by multiple
influences, both in and out of the classcoom (p 11 Similar
findings were reported by Springer ¢t al. €1995),

Volkwein, King. and Terenzini CH980) reponed resalis




consistent with the above for transter students to a Lurge
state university during their first year at the new institution
on i dependent measure of intetlectual skill development:
however, the net association of out-of-cliass experiences was
much smaller statistically than the amount of involvement in
the dlassroom. Apparently, many dimensions of cognitive
development have a social or interpersonal base (Pascarella
and Terenzini 1991, suggesting that such gains mav be a
tunction of a “variety of student experiences, not just those
that dre part of the formal mstrucnonal programe Clerenzin
et all In press).

Knowledge acquisition and application

This sccnon reviews the out-of-class tactors that influence
knowledge acquisition and application cable 3. One condi-
tion of knowledge acquusition is unequivocal: the more one
studies. the morc one learns (Pace 1979 199071 n fact.
“every strictly cognitive” or “academic” outcome exeept tor-
cign-language abality is sigmificanthy associated with hours
puer week studving or doing homework ™ €astin 1993b, p.
2235

Involvement in activities and time-on-task. Terenzini o
al. €199%) found that the amount ot time students spent
socializing with friends was negatively related to mterest m
academic learning Goe. willingness to work hard and enjoy-
ing challenges refated 1o learning new coneepts) during the
first vear of college. They also found that activities in which
a student participates outside the classroom te.g L involve-
ment inart, theater. or music, or the number of nonassigned
books that students ready contribute the most to their intrin-
sic value in earning e, greater interest in fearning for selt-
understanding than preparation for a career). However, use
of the hbrary had o negative effect onintrinsic interest in
learning. Scrow and Drevden ¢1990) reported that grades
and time devoted to community sernvice were posttively
related to mterest in learning, The studies of membership in
traternitics and sororities dare not conclusive with regard 1o
achicvement, On balance. it appears that soronty, memibwer-
ship s positn ey related to achievement w hite membership
in fraternities may be ether neutral or negative (Center tor
the Study of the College Fratemity 1982 19920 Pihe and
Ashew oo
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some studies have atempted to quantify knowledge
acquisition using standardized measures. Qut-of-class activi-
ties have been found o be negatively related o Verbal
scores from the Graduate Record Examination (GRE), which
can be considered a surrogate measure of knowledge acqui-
sition. These activities include hours per week spent in vol-
unteer work, class-related greos projects, participating in
intercollegiate athletics, hows per week spent attending
classes, and being tutored. Tutoring other students. however
is positively correlated with GRE Quantitative performance.
while time socializing with friends is positively correlated
and receiving personal or psychological counseling is nega-
tivehy correlated with GRE Analyvtical score (Pascarella and
Terenzini 1991). Working (on campus. oft campus. or not
working at all) is not related 1o gains in reading comprehen-
sion or mathematics during the first vear of college
(Pascarella, Bohr eval. 1994).

Student-faculty contact. Student interaction with faculty
members outside the classroom on a research project was
positively relted to the intrinsic value students find in learn-
ing Clerenzine et al. 1995). Kuh €1995) found that knowledge
acquisition was more frequently associated with classroom,
laboratory, and studio activities: for example, only a quarter
of the senior respondents in the study linked knowledge
acquisition with out-of-class experiences. Those experiences
beyond the classroom associated with knowledge dequisi-
ton include student-taculty interaction (Wilson et al. 1973),
such as secking feedback about one's academic
performance and collaboration on a research project (Kuh
19934 1995: Springer ¢t al. 1995 Wilson 1960).

Peer interactions. A\mong the peer micractions it loster
learning are:

discussing conrse content with other students. working on
Lroup) projects for classes, tutoring other students, partici-
Pating i intrenirad sports, being o member of a social
Sredernity or sorority. discussing racial or ethiic issues,
sociedizing with someone from a different racial or ethnic
Qroup. participating in «a campus protest, being elected to
astudent office. and howrs per week spent in socializing
or i stident chihs or organizations (Astin 19930, p 385
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Peer teaching and participation in peer tutorial programs
also have a positive impact on learning for those who do
the teaching (Goldschmid and Goldschmid 1976). This is
because students who each other students must know the
: muterial more thoroughly than it they were only studying it
- for themselves (Annis 1983; Bargh and Schul 1980; Pace 5
' 1990). Moreover, such students become more actively :
engaged with the material to be taught which is thought to " :
produce greater oo eptual learning (Benware and Dedi .

198-1; Pascarella and Terenzini 1991). :
Pascarella et al. (1993) found that students who lived on
i campus exhibited greater (but nonstatistically significant)
gdins in reading and mathematics during the first year of
college compared with those who commuted. Participation
in intercollegiate athletics, especially men’s sports of foothall B
_ and haskethall, appears to be linked to smaller gains in
] raading comprehension and mathematical problem solving, ’
compared with other students (Pascarella, Bohr, Nora. and
Terenzini 1995), B

Humanitarianism

This section sumnrarizes the rescarch related to the contribu-
tions of out-of-class activities to developing a deeper under-
standing and appreciation of human ditferences (table ).

TABLE 4 N

OUT-OF-CLASS ACTIVITIES ASSOCIATED WITH
GAINS IN HUMANITARIANISM

Activity Impact
Discussing ricwl or ethnic issues Positive
- soctalizmg with people from different racial :
— or ethnic groups Positine
- Attending racal or cultural anareness waorkshops
tespecially for white students) Posttive :
— Taking an mnterpersonal skills course Positive
Study abroad Positve
Participaing in honors programs Positive ’
Workimg part-time in o non-work-study, on campus job - Positive
Expuricnce as 4 paraprofessional Positne
socrl leadership activitios Postiive
Formul and socal interaction with Lacalty Postive
- Living in campus residences, especially
cocducational scttings Positive
Fratermity membersiup for whne male students Negiatn e
Sticdent Learning Outsede the Classroom 33
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‘The need o understand and appreciate human differences
has become more important as the characteristics of students
participating in higher education has become more diverse.
This cluster of outcomes includes cultivation of humanitarian

attitudes, awareness of social and political views., increases
in tolerance to a variety of viewpoints and people, and the
broadening of interpersonal relations.

_s In general, out-of-class activities linked with increases in
B culturad awareness include discussing racial or ethnic issues

(Astin 1993a 1993h; Kuh 1993), participating in a study-

= abroad program (Kautfmann and Kuh 1985), and holding a
’ part-ime, on-campus. non-work-study job (Astin 1993b).
Astin (1993 1993b) also found that cultural awareness and :

commitment to promaoting racial understanding were most
. strongly influenced by such tactors as atending racial or

- cultural awareness workshops and socializing with people

K from race or cthnic groups difterent from one’s own.
similarly. Pascarella. Edison, Nora et al. (In press) found that
openness o diversity after the first vear of college aas posi-
tively related wo participation in a racial or cultural awate-
ness workshop. This relationship was most pronounced for
white students. However. membership in a fraternity or

_ sorority had a negative effect on white students” openness 1o
: cultural diversity tPascarella. Edson, Nora et al. In press).

Leadership activities. Social leadership activitios (e.g.

president of a student organization. commitiee work) are

_ correlated with the development of humanitarian and civic

values €Astn and Kent 1983 Kuh 1995 Kuh and Lund 199+

Pascarella, Ethington, and Smart 1988). Students who partici-

pated in a one-acadenue-credit-hour course that included

- relationship skills workshops tiught by residence lite st
miproved their selt-expression ahilities and their active is-
tening skills (W aldo 19890 nanother study companng

- aroups of trained paraprofessionals who worked in a sum-

mer orientation program with an untrained pool of nonpar- e

ncpants. Holland and Huba (1989) tound statistically

significant mcreases in the tolerance and interdependence of

the paraprofessionals.

Student-faculty contact. Contact with Laculty also has been
assoctated with gains in humanitariantsm Using {onginidinal
CIRP data. Deppe (1980 conduded that miere prosimity of
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people from ditterent racial and ethnic groups had litde
influence on the development of constructive interpessonal
relationships. Rather, formal and social involvement with
faculty as well as academic program involvement played a
criical role in the development of such social coneern al-
ues as helping others in ditficulty, participating in communi-
1ty action, and helping to promoie racial understanding. For
white students, involvement with faculty in out-of-class set-
tings (.4, going 1o a faculty members home, out-of-cliss
discussions) had the greatest impact. For African American
students, academic program iny ol ciment (e.g., purticipation

1 an honors programs. opportunities to discuss course work

and assignments out-of-clissy had the greatest impatct
(Deppe 1989).

Living environments. Finaliv, living on CAMPUS i assocnt-
ed with liberalization of political views, suppaort tor civil
liberties, enlightened racial attitudes, and broadening of
interpersonal relationships (Pascarella and Ferenzini 1991)
Compuring single-sex and cocducational housing, Brown.,
Winkworth and Braskamp ¢ 1973) found that those living in
cocducational settings more casily tormed OPPOSHE-SCX
interpersonal relationships, Living in cocducational
residences also has been linked o declines in sex-role
stereotyping (Katz 1970 Molla and Westbrook (19907 found
that white students who had positive residence hall room-
mate relationships with African American students expressed
more positive attitudes towards African Americans in general
compuared with white students who had evaluated a similar
experience as negative. Such outcomes, how ever, muy be
related more to the contacts between peers and faculiv pro-
moted by fiving on campus than to place of residence.

Interpersonal and intrapersonal competence

This section summarizes the research on the links botw cen
out-of-class activitios and the development of 4 coherent.
integrated constellation of personal attributes such s self-
esteenm, confidence. vadues development., aesthetic dpprecid-
tion, integrity, and divic responsibility feg.. promoting the
‘common good”™ by votmg and social or political activ ism
fKnos, Lindsay, and Kolb 19930 ttable 53] Selt-esteem repre-
sents one's self-assessment of what one wishes to be con-
trasted with what one is i the present. Satisfaction with this

- -
MLt Lo Cnetside the ¢ lassriuan .

)
<

... living on
campus is
associated
with
liberalization
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views,
support for
civil liberties,
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attitudes, and
broadening of
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TABLE 5

OUT-OF-CLASS ACTIVITIES ASSOCIATED WITH GAINS
IN INTERPERSONAL AND INTRAPERSONAL
COMPETENCE

Activity Impact
nvolvement in yoluntary senice organizations Postitive
Social leadership activities Positive
Participation in intercollegiate athletics Positive
Experience as a pataprofessional Positive
study abroad Positive
Honors program participation Positive
Out-ol-class mteraction with faculty Positive
Living in campus residences, especiadly acadentic

theme units and coeducational setungs Positive
socndizing with people from different racial or

cthnie groups Positive
Fxposure 1o people with diverse perspectives Positive
Exposure 1o and people with more advanced

moral reasoning abilities Postive
Fraternity or sorority membershiup Mixed®

UThe pesearch s contrdictony n this arca. that s, some studies show that
the activiy s positnehy retated 1o gans momtcrpersonal and mtrapees mal
competence, other stuches mdicate the acivty s negatn ch retated

self-assessment leads to a generally positive or negative
coneeptualization of self. Confidence not only stems from
positive pereeption of self but also positive feedback about
one’s self from others. In addition, o student’s feelings of
social and academic competence can lead to a greater self-
aatisfaction and increased confidence. Taken together. these
[actors contribute 1o the fornation of a person's identity and
self-understanding.

Leadership activities. Participation m a varicty of leader-
ship activities has been linked with gains in students” intrap-
ersonal competence. Evanoski €1988) found that community
college students involved in a voluntary service organization
(student Orientation Leaders) reported mereased feelings of
elt-satisfaction and confidence compared with those who
did not participate Participation in social feadership activi-
ties (e g, president of o student organization, member of
theatrical play cast, school publication board. or athletic

team hus been hinked o mereases 10 selt-coneept, espedial-




B

ly among women (Astin 1977: Astin and Kent 1983
Pascarella et al. 1987). Pascarella et al, (1987) also found the
impact of participation in social leadership activities parmicu-
larly important for selt-concepts of African American, male
students. According to Pascarella and Smart (1991, athletic
participation had a statistically significant indirect and total
cttect on sodial self-esteem for African American students,

Kuh €1993) reported that seniors associated their gains in
self<awareness, social competence, self-esteem, and autono-
my with peer interactions, specific leadership responsibili-
ties, and institutional cthos. Leadership experiences in
particular (e.g.. student government or fraternity ofticer, peer
advisen) accounted for 45 percent of all gains in these areas.
Similarly, experience in a paraprotessional role has been
linked with gains in selt-confidence, self-awareness. skills in
interpersonal communication. and group dynamics. Finally,
participation in an academic honors program (King 1973)
and in a study abroad program (Kautfmann and Kuh 1983)
also have been associated with increased self-esteem.

Student-faculty contact. Student-faculty interaction bhevond
the classroom is positively correlated with personal growth
in the areas of leadership, social activism. and intellectoal
selt-esteem (Astin 1993h), and academic self-concept as well
as social self-concept (Asun and Kent 1983; Pascarella et al.
1987 Smart and Pascarella 1986). Such interactions include
the hours per week spent talking with faculty outside of
class, assisting taculty in teaching a cliss, we rking on a pro-
fessor's rescarch project. and being a guest in professor’s
home. Faculty and students characterized effective reachers
as those who made class interesting and were aceessible 10
students outside of class (Wilson ¢t al. 1975 Wilson, Wood,
and Gatt 1970, Kuh (1993). however, found that only about
5 percent ot the outcomes reported by students were attril-
uted to contacts with faculty; women reported more such
contacts and were more likely o atnbuate ginns in interper-
sonal competence to these contacts.,

Using the CIRP data base and a national survey of fac ulty,
McHale €199 D found that faculey members with liberal ati
tudles tended 1o have a liberalizing effect on students” atti-
tudes toward women: that is. the more students were
exposed to faculty with liberal attitudes. the more cgalitarian
studdents became. Milem €199 0 also reported o sunilir liber-
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alizing influence of faculty-student interaction on student
attitudes, using CIRP data.

Living environments. Finally. the nature and strength of
certain residential experiences have been associated with
wins in aspects of interpersonal and intrapersonai compe-
tence Based on data from 14,000 students ar 02 colleges
from 1979 to 1982, Pace (1981 found that the kirgest diflfer-
ences in selfzreported gains in personal and social deselop-
ment were between on-campus and off-campus students.
Living-learing centers in particular appeared to have it posi-
tive influence on aesthetic appreciation (Blimling 19930
cocducational living environments are associated with
dedlines in self-consciousness and anxiety in social settings
tReidd 1971, Most of these gains are attiibuted to interactions
with faculty and peers (Pascarcella and Terenzini 1991, For
example, students who live or spend time with someone
trom a different racial and ethnic background gain in appre-
ciation tor the aesthetic quatities of fife (Astin 1993b). In
adddition. exsosure o people with diverse perspectives and
mteraction with people who have more advanced stages of
moral reasoning (e, discussions between first-year stu-
dents and upper-class students or facaly members or statt,
work-related experiences) have been shown to enhance
moril reasoning abilities (Bentin. Ferrnt. Whiteley, and
vokota 1983; Volker 19790 W hiteley 1980: Whiteley and
Yohott 19820 and idenury formation CAdams and Fitehr T983:
Frw i and Delworth 19820 Henry and Renaud 1972
Komurovsky 1983: Madison 1909: Newman and Newman
19780

W hiteley and Yokota's (1988) study of a living-learning
center progrum CPhe Sierra Project) at the University of
California, Irvine. tound that intentionally integrating the
curriculum with out-of-class experiences enhanced fevels of
principled thinking by fisst-vear students. Exposure 1o peo-
ple with diverse views is often developmentally challenging
and contnbutes o he tormation of personal whentity-- or the
mtegration of such attributes as integrity. civie responsibility.
acsthetic appreciation, confidence, and self-esteem,
fmvolvement m actnmies A secondans analysis of College
Student Faperiences Questionngire (CSEQ) datr coliected by
Kol ctal Crou D found that gains in values development,
welfunderstanding, teamwork . and developing health Tubits




were related to involvement in social activities (Davis and
Murrell 19934). Whether identity and moral development are
related to membership in fraernitios and sororities is unclear
(Kilgannon and Erwin 1992 Marowe and A enshine 1982)
some evidence suggests that men who choose 1o join frater-
nities may have lower levels of moral reasonmg at the start
of college compared with those who do not join (Baicr and
Whipple 1990; Sanders 1990: Wilder. Hovt, surbeck, Wilder
and Carney 1986),

Practical competence
This section summurizes rescarch linking out-ol-class experi-
ences with the development of skills and competencices

needed o bo selt sutficient and successful in matiers refated
o managing one’s own affairs (¢.g . time muanagement. deci-
~1on nuking). career development. and s ocation (able 6
The mitluence of the out-of-=cliss experience in the area of

pracucad competence s broad, atfecting arcas as dinerse as
leadership development. oceupational choice, decision
mahing skills, and techngs of personal competence
CEvanosks 1988: Ethington, Smart, and Pascarcll 1985, Kuh
1995, Kulrand Lund tyyn,

TABLE 6

OUT-OF-CLASS ACTIVITIES ASSOCIATED WITH GAINS
IN PRACTICAL COMPETENCE

Activity Impact
Informal contact with faculy Positine
Or N« VnL"I
Involvement m voluntarn sem e OranIZatons Pasin e
Soctd leadersinp o s Fosi ¢

Pbiapation in coonrmcna o nes "ot ¢

or nene!

Patticipation m mitercollegiate athlens « Posin e
or nonet

On- o alb-canpus employ ment, especttty whien
direath rehated o acadernic magor o
SOcalionad aspiranon Posait e

Atendance at women s colleges Posiinee

o nopgee!

IStuches i ae neminer o positive noc neeatn e rebine nshio betweon i

B B TS e i Compete e
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student-faculty contact. Relationships between faculty and
students have been shown to influence positively certam
aspects of practical competence. Faculty-student informal
contacts outside the classroom have a statistically significant
influence on carcer choice, career interest, and ceventual
carcer selection (Astin 1977 1993h: Karman 1973
Komarovsky 1985: Wood and Wilson 1972 However, other
aspedts of practical competence (¢.g.. decision making. time
management) do not seem to be influenced by contact with
faculty (Kuh 1995).

Involvement in activities. Engagement in a wide variety of
Lctivities has been Tmked to carcer-deselopment and voca -
tonal success, Students who volunteered to participate in a
service organization reported gains in thaeir sense of compee-
ence CEvinoshi 19881, consistent with findings that practical
competence is assoctated with feadership responsibiltties
(Kuh 1995: Kuh and Lund 199 0. For example, feadership
experiences (e.g. sudent government or fraternity officer.
pecr adviser) accounted for almost o ¢ quarter of all gains
reported by seniors in this area (Kuly T995)

The influence of involvement in cocurricular activities on
occupational choice and attainment are cquivocal, Weidman
(198 0 tound that participating in co-curricuat activities
(e.g.. student government, college organizations) did not
have 1 direct effect on carcer choice. However, other studdies
(Braxton. Brier. Herzog, and Pascarella 1990; Sthington,
Qnirt, ind Pascarella T9O88) suggest that extracurricular activ-
flics may ha a significant etfect on one’s career. For exam-
ple. Braxton ¢t all (19900 tou d that “experience in social
leadership while attending college has a direet and positive
fthough smalll miluence on women becoming lawyers ..
Lot not on men” (p. 29 1), a finding similar to that tor
woren hoosmg scrence-related, sex-dty pical careers
(Ethington, Smart, and Pascarella 1988). Howard (1980)
determined that cocurricular involvement did not predct
occupational success tor AT&T male managers. It was, how:
cver. related 1o assessments of managerial potential. espe
cially participation in student government, involvement on i
debatng team. and serving on the school paper.

tmoh- - in intercollegiate athletios also shows mixed
cffects + 1ention o occupational status., Pascarclia and
Soirt (1991 found that athletic participation was selated to
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occupational status attainment for African American men
and had o positive indirect effect on occupational status lor
Caucasian men, atter controlling for ruce. sociocconomic
background. occupational aspirations. college grades. and
cducational attainment. However, DuBois €1978) und
Howurd ¢1930), tound trivial and statistically nonsigniticant
cffects when comparing athletes and nonathletes.

Working during college, panicularly in a job related 1o
one’s major or vocatiomtl goal, is related to subsequent
career attainment (Pascarella and Terenzn 1991). For
wornen. working during college solidifies their commitment
to and interest in careers, as well as their choice of sex-
atvpraal careers CAlmquist and Angrist 1970 1971 Arnold
1957 Indecd. Kulv (1995 found that about one-third of the
benefits senjors associated with their employment. either on
or ol campus, were i the practical competence domain
(e, decision nuthing. tme nanagement): work was espe-
Cially important to students of color.

With regard to future carnings, some have reported that
participation m cocurricular activities has a small, positive
citect (Calhoon and Reddy 1908: Jepsen 1951 Walters and
Bray 1963). However. Hunt (1903) found that involvement in
cocurricular activities had a positive effect on carnings in
one study. but a statistically nonsignificant cffect for another
group. Furthermore. participation in intercollegiate athletos
wis not related 1o posteollege earnimngs (DuBois 1978,
Pascarellu and Smart 1991),

Although studies of the mtluence of student involvement
in co-currcular activities on career deselopment are mixed.
college graduates think such activities are important to their
success after college: that is. college graduates wepically refer
to such involvement te.g  deadership roles) as mportant to
fater achicvements (Bisconti and Kessler 1980; Pascarella
and Terenzine 1991: Schuly and Laverty 1983). However. 1t s
likely that other vanables (personality, motivation) mav be
more important in exphiining such posteollege outcomes as
mcome Pascarelfa and Terenzini 1991y,

Single-sex institutions. mnally, the intluence of the gender
composttion of the institution on career outcomes is not
clear, Tidball (1980 1980y and Tidball and Kistiadhowsky
(1976) discovered that graduates of women's colleges were
more likely to enter male-dominated ficlds and had igher

Stuedent Learning Oudside the Classroom




levels of occupational achievement than women from coed-
ucatonal institutions. However, after controlling for students’
background characteristios (something not done by Tidbaib,
Stoecker and Pascarella €1991) determined that attendance a
4 women's college did not predict postcollege occupational
attainment, concluding that “the carcer attainments previous-
Iy linked to auendiunce @t women's colleges may be attribut-
able more 1o differential student recraitment than to
socialization occurring in a distinctive institutional environ-
ment” (p. 403).

Summary
Out-of-class expenences aftedt students inomvriad wavs,
muny of which contnbute directly or indirectly 1o persis-

tenee and to valued skills and competencies considered
important outcomes of attendmg college. Kuh (19930 19930,
Terenzini, Springer. Pascarella, and Nora €199-4): Nolkwein,
King. aned Terenzing €19806): and others suggest that multiple

and mterrelated sources influence valued outcomes.

Acadennc and secial effort expended by students are the
princijrat determinants of the extent to whieh students
themselves report that they grow and learn in college
Socral effort s strongly oiflucnced by acadenuc effiot,
which suggests that for growth to occur: the work that is
dente v the classroonr nuest find expression i other
aspcts of a strddent s bfe chaves and Murrell 19930, p
25000

Fhe efteats of colfege are camulative and mutually shap-
g For example, student cognrtive growth seems 1o he
intluenced by a variety of experiences and condiions on
camptis, particubuly when out-ot-cliss dimates and expert-
ences complement and encourage students o integrate w hat
they tearn in class with therr lives outside the classroom
thuh 1995 Inaddition. out-of-class activities that impact the
daevelopmient of cogmitive shills also may mipadt the devel-
opmient of ethical and maoral reasoning abilities. For exams-
ple. ethical and moral reasoning abilities, sometimes referred
toas principled thinking or reflective judgment (King and
Kitchener 1990, are enhanced as cognitive skills imerease
tCauble 1976, Fausi and Arbuthnot 1978, Rowe and Mardia
19507 This underscores thie noton that moral devclopment




does not oceur inisolation from other arcas of student

development during college but rather is 4 part of i network

of mutually supporting changes™ (Pascarclla and Terenvzini
109], P. 3006).

“Among the more powerful out-of-Class CAPUTiCnees arg
those that demand sustained offort teg.. planning. decision
muking) and require that stugdents interact with people from
different groups (e.g., faculty. adiminitrators, (rustees,
employers) and peers from different Bachgrounds™ (Keh

J9US p LS—i00. particularly with regdard™o the develop-
et o) practical competence skills. Life outside the

Classroom s animportant yvenue that provides ample oppor-
tuntties to svathesze and mtegrate material inhoduced n
the fomal academic progran (elisses, laborimtories, studiosy,
totest the value and worth of ihese idea. ind skills, and 1o
develop more soplusticaicd. thoughtfui views on j.eronal.
acdademic, and other matters This ~eems (o be the case e
tainly for traditional-age students who Ine on CUmp s

IStuddents becomel consumed. sometimes posunrely and
sometimes negatively. with roommeates aned other dettion-
ships. The success of these relationships ofien affectod the
Studeidds” perceptions of themselios and the duadity of theiy
acadentic work nrolvement in orgarizations help sty -
dents buld confidence. learn sbifhs, make carcer doct
sons. buld fricudships, der wlop leadership gualitios, cnd
teel comfortable. The tasiks of ceervday living and working
viclded insights abont individuad functioning. responsibd-
yto others, ard values Relationships wuh others in all of
these contexts hroadencd students penspectives abont
humean dwersity in their onn pPlace in the larger conmmau
iy CBaxter Magolda 19921, pp. 2090-97)

Indecd. Tiving in college Iousmg contrasted with com-
muting to college s the “smgle most consistent within- col-
lege determinant of mpact” (Pascarella and Yerenzing o)
p. 0P, “shaping both the essential character and develop-
mental impact of an individual's college experience”
Mascarclla, Terenzing and Blimling 1994 p. 391 Fhose stu-
dents who live on campus compared with their counterparts
who commute. (o parte ipte m more extracurricala, <ol
and cultaral cvents on campus thinterad more brequently
with faculty and peers: (o) are more satistied, ¢d) e mone
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likely to graduate from college: and (¢) exhibit greater gains
in autonomy, intellectual orientation, self-concept, aesthetic,
cuharal, and intellectual values, and become more socially
and politically open-minded (Pascarcia. Terenzini, and
Blimling 199-0).

Contact bevond the classroom between taculty and stu-
dents is key. fostering feelings of affirmation, confidence,
and self-worth, particularly for women, and contributing to
knowledge acquisition and the development of academic
Kills (Endo and Harpel 1982 1983: Pascarella 1980
Terenzini and Wright 1987: Volkwein, King, and Terenzini
1860: Wallace 1963 1967 Kuh 1995).

whether gender or ce and ethnicity is @ factor in terms
of what students learn outside the classroom is not clear.
While some report systematic differences, others (MacKay
and Kuh 19940 Pace 19900 say that these varutbles do naot
explain ditferenees in undergraduate activities and
outcomes. Apparently, what matiers most in terms of bene-
fiting from life outside the classroom is what one does.
Whether students of color benefit more from contact with
faculty and involvement in academic activities (MacKay and
kuh 199-0) needs to be determined with greater precision,

With regard 1o most categories of benefits, student
engagement is the key (Astin 1984 Fricdlander 1980: Pace
198+ Purker and Schmidt 1982). That is, the benefits of out-
ot-class experiences depend not only upon what the institu-
ton does (or does not do) but also on the extent and quality
of effort that the student puts into these activities (Pace 1980
1984 1990). This seems to be the case for students at com-
muter institutions as well tAbrhamowicz 1988).

who students choose for friends and spend time with
also is important (Kuh 19930). “A large part of the impact of
college is determined by the extent s ad content of one’s
interactions with major agents of socialization on campus,
namely. faculty members and student peers” (Pascarella and
Terenzini 1991, p. 620). According 1o Astin ¢ 1993h, p. 398).
peers are “the single most potent source of influence”
altecting virually every aspect of development—cognitive,
attective, psychological, and behavioral. Indeed. the differ-
cnces in commuting to cotlege and living in residences are
more likely to be indirect influences (through the interac-
tons that students Tave with agents of weihzation) rather
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than direct; that is. transmitted by distinctive peer environ-
ments.

student interaction with peers can positively influence
overall academic development, knowledge acquisition. ana-
Iytical and problem-solving skills. and sclf-esteem (Kuh
19934 1995). Alenun (1994) found that “for female friends in
college, conversations with each other serve as vehicles to
transgress the limits of dualistic thinking™ (p. 38). Fenuale
fricndships may be modcls for pecer-assisted learning, an
often neglected potent resource inherent in a student popu-
Ltion™ CAlesander. Gur, and Patterson 1974 p. 175),

stiedlent Tearvmg Outside the ¢Classronom
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CONDITIONS THAT FOSTER INVOLVEMENT IN EDUCATIONALLY
PURPOSEFUL OUT-OF-CLASS ACTIVITIES

A good deal is known about the contributions of out-of -chiss
experienees o student learning and personal development.
Given this rescarch. it is all the more surprising that the out-
of-cluss envitonment is often ignored, overlooked. or
discounted in terms of ts impact on student learning.
Colleges and universities can no tonger aftord 1o ignore the
rich potential of out-of-Class experiences in e stering student
learning, Efforts are necded throughout the entire institution
to ranseend the antificial boundaries between cliassrooms,
studios, and laboratories and other aspects of - studenr's life
The tollowing section highlights nine conditions that, taken
together, characterize adesclopmentally powerful out-of-cliass
environment that fosters student learmimg and devele pent.

Clear, Coherent, and Consistently
Expressed Educational Purposes

Clear and consistent objectives. statod in torms of destred
ortcomes for-learning and personal der clopment. are
Critically important in creating an cducationally powerful
institition these shovdd not henve to he deduced from
cornse descriptions. 1hey should be oxplicit and
compelling. They shovdd be defined by the memben of the
collese conmmunmity, teaken to hoart Iy campus leaders. aned
viroked as guides to decision-making (i kering and
Rersser 1993, p. 2870,

Aninsutuhion demonstrates its viatues i varnety of
wavs—what leaders savin public stiements. where
resources are atllocated. and how faculty spend their time 1o
name atew . Perhaps the most obyious place o ook for
what an mstitution is tning (0 acee miplish is the mission
sttement. A dearly expressed mission statement is an
important historical record. antifactual evidence of the inst-
tution’s covenant wath its supporters. But the enacted o
living mission of an institution is not necessarily what it
wiites about dselt. Morcover, “some institutions can be dear
about ther nission but not clear about what that mission
implies for student learnimgs and den clopment” (Cliuckering
and Rersser 1993, P28,

Like the rudder of o shap the Tvmg eusaaon ol a colle ue
oruniversity s what the mstuation deoes s g CAPIUsses 1ls
values and prionties Concerming student learmmg thiough
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hundreds of thousands of daily interactions between admin-
istrators, faculty, staff, and students as well as celebratory
events and public statements by institutional leaders. Many
of the former are public acts; others are less visible but
cqually important in shaping the institution's character and
what students discern as important and valuable ways of
spending their time. When the living mission is coherent,
consistently expressed. and congruent with the institution’s
espoused goals and aspirations, it becomes salient, shaping
the views of outstders toward the institution (keeton 1971
kuh et al. 1991, External constituents of @ university with a
salient, living mission are able 1o deseribe the institution in
the same way students and faculty describe the institution.
Morcover, i living mission is a1 compiss ol sorts. sending
signals to students, faculty, and others about how to behave,
articulating what a college or university is and aspires o be,
and keeping the institution on track through troubled times.
The living misston is particularly usetul with regard to
out-of-class experiences when it explicitly addresses the
importance of certain types of activities over others. For
example, how is the living mission of a college manifested
in residence halls, student government, and student organi-
sations? How is the living mission used to guide assessments
of out-of-class learning and personal development? 1s the
institutional misston used to lead out-ot-class improvement
cltorts? Discussion on these questions, and many more like
thent, form the bases upon which an educationally e weerful
environment tor student learning takes hold.

An Institutional Philosophy that Embraces a

Holistic View of Talent Development

A varicty of mutually shaping experiences insicdle and outside
the classroom mtuence student fearning. Just as the living
mission gives direction to people concerning an institution’s
cducational goals, its phitosophy represents the preferred
approach to performing, the tasks necessary to attin the
goats, That is:

An institution’s phidasophy is the means (policies. prac-
nices, stendard operating procedures) by which its mission
is enacted. Although many colleges do not explicitly artic-
wlate their philosophy te.g . deseribe “howe things dre done
hore” i the cataloge or mission statement), the assunip-
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tions cned belicfs abowt bum(ul.[m/culia/, teaching, and
fearning on which the college's philosophy is beased can be
discorered through examining such documents as cata-
fogs and mission statements, talking with mewbers of
varions constitiuent groups (e.g.. students, faculty. gradu-
ates, trustees), and obserring how roietine business is
ransacted (kah 19914, p 12),

Learning outside the cliussroom is most likely 1o fourish
when aninstitution adopts @ holistic view of student learning S
andt development and adopts talent development as an insti- Learmng
tutional goal ~The most excellent institutions are . . . those outside the
that have the greatest impact——"add the most value, as econ- classroor: is
omists would say—on the student’s knowledge and personal most h‘kely to
developmentand on the faculty member's scholarky and ﬂOlH‘iSh when
pedagogical ability and productivity™ CAstin 1983, p. o1). . . .

Institutions that embrace aalent development philosophy an institution
dlso recognize and respect the diverse talents that students adopts a
from various backgrounds and cultures bring to the learning bolistic view
environment (Chickermg and Gamson 1987). Each student ofstudent
addds to the dearning process aounique knowledge base and Iearning and
view of the world. Through sharing their knowledge and development...
experience, students enrich the fearning of others as well as
thew own CAlexander and Murphy 199 0. “Faculty who show
regard for their students” unique interests and walents are
likely to facilitate student growth and development in every
sphere—academic. social. personal. and vocational”
(Sorcinellt 1991, p 21

For many institutions. adopting a holisue talent develop-
ment philosophy will require o shift in focus from teaching
courses and offering degree programs to viewing student
learning as a combination of intlectual and social experni-
ences that oceur both inside and outside the elassroom
(Astin 1985 Kuli et al. 1991 Vincow 1993). Faculty and statt
must nake 1t a priority to help students retlect on and seck
connecuons among these expericnces.,

Complementary Institutional Policies and Practices
Congruent with Students’ Characteristics and Needs
Institttons enact their mission and philosophy through for-
mal and informal policies and practices that encourage or
discourage student participation in educationatly purposetul
activities hevond the Cassroom,

Stuccdent Learvimg Outside the ¢Clessronm
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Virtuadly creny institutional policy and practice . . can
affect the way students spend their time and the amont
of cffort they decote to acadeniic prosudls. Moreover.,
aclministrain-e decisions about many nondcddentic issues

. can significantly affect bouw students spend their time
and crnergy CASUN 1984, p 302)

Students make judgments about real world problems as
they wateh and listen to others in casses, on plaving ficlds,
over medls, and in the residence hall (King and Kitchener
199 1), As g result, teachable moments are inample supply
outside the dassroom, ranging trom disagreements between
roomnxites to heated debutes and protests related to sexual
ortentation. free speech, and political issues. Although some
stakeholders te.g.. governing board members, presidents,
muany parents) preter atranquil institution, potent learning
civironments are rarely without oceasional controversy, In
order to toster intellectual development through such
exchanges, however, ditferent points of view must be exams-
ined ina reflective manner (Kimg and Kitchener 199 1), An
mstitution that values out-of-class learning does not consider
such events o be distractions buat as opportunities tor faculty
and stiudents to practce eftfectve citzenship <kills and apply
what they are learning in their Classes to their lives outside
the clussroom.

Olten the talents of students from diserse backgrounds
(e.g.. cthnic and racial minorities, adult learners, students
with learning disabihities) are misunderstood. ignored. or
devalued. Too many faculty and staft interpret cultural and
learnig stvle differences 1o be academic deficiencies in
need of remediation (Pounds TORT) Treisnun €1992) noted
that many students from historically underrepresented
aroups at University ol Calitornia=Berkeley were failing cal-
culus even though they had the acadenie prerequisites and
demonstrated abihty to perform successtudly . He discovered
that environmental disorientation was the problem. not lack
of motiy ation as was assamed ity Iy thaer instractors,
Treisman (1992 developed strategios <o that these Alrican
American and Hispanic students could use and further hone
ther mathematcal and problem-solving talents, "W did not
question that nunonty students could excel We just wanted
tohnow swhat kind of setting we would need to provide so
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that they could™ Clreisman 1992, p. 368). By adopting 2
tlent-development perspective and taking into account the
backgrounds and characteristios of the students, “Treisman
and his colleagues were able to develop a model program
that is responsive to the needs of a variety of students.

High, Clear Expcctations for Student Performance
During the past decade various national reports have
emphasized the importance of expectations on student per-
formance (Clnckering and Ganson 1987 National
Association of Student Personnel Administitors 19930 Study
Group 198 0. For example. the Wingspread Group €1993)
suggested that faculty, academic administrators, and student
afTairs stafl raise eductional expectations as i means of
improving student learning. Similarly, Linda Wilson (1992,
the president of Radehtie College, observed that the smgle
greatest challenge ticng Amencan higher education s o
rtise its aspirations and those of its students.

FHigh, clearly communicated expectanons tor students are
important for at feast three reasons, First, they speahy the
destred Tevel of pertormance for students, faeulty . and salf
A <hilt oceurred i the Lae 19605 in the nature of relations
between students and then instation when the m loco par
entis doctiine wis setaside by jcgal challenges. “Mostinst
tutions, however, did not deselop i coherent set o
expoctations 1o replice mn loco parentis, relving mstead on
civil law 1o define the institution-student relanonship”
CNationdl Association of Student Personnel Admmistrators
1995 p 1)

Sccond. statenients o institutiondl expectations in arcas
such as student adieyvement, extent and mtensity of mvolve
ment in vanous actinates, and standards for acadenie and
personal behavior signal to stadents that the institution
wants them to succeed “Eapect more and you will get
more. High expectations are mmportant for everyone—for the
poorly prepared, for those unwilling to exert themselves,
and Tor the bright and well motivated ™ tChickering and
Gamson 19587, pp. 07081 In this sense, expedtations for

achievement become a self-fulfilling prophecy (Jussimy 198G,

motivating students 1o perform in the desired ways and con
veyving i1 message of success Some caution is needed, how -
CLeTL o eXpress eapectations for student perfornunce m
suchaway so s 1o not create conditions that are overly
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stresstull intimidating. or constraining for students (Kuh et
al. 1991,

Third. faculty atfirm studems” goals and abilities by hold-
ing them to high standards of performance. As a result, stu-
dents are more likely to see merit and worth in staving in
college and. thus. benehit o a greater degree from the col-
lege experience (Kuh et al. 1991; Pascarella and Terenzini
1991).

Although these arguments are compelling. little empirical
evidence exists 1o demonstrite the link between high expec-
tnons and student performance in postsecondary settings
(National Center for Higher Education Management Systems
1931 The absence of data contrasts sharply with the wealth
of emipirical studies on this topic at the K-12 leved (Brophy
and Good 1974 Jussim 19861, The evidencee regarding the
postive effect of high teacher expectitions on student satis-
Lactton is unequivocal. however. High ¢xpectations lead 1o
greater student satisfaction with their courses and higher
ratings of their instructors (sorcinelli 1991). a conclusion
drawn by others as well (e.g.. Cashin 198%: Marsh 1984).
After examining teaching and learning at Harvard University.,
Light (1990 1992) concluded that students appreciated most
those classes characterized by high faculty demands and
standards. particularly when students were able (o revise
and improve their work before grading.

Thus. there is sufficient reason 1o believe—based on stud-
st the K-12 level and our know ledge of good teaching
and learning practices—io conclude that although high
expectations cannot issure student suceess, Jow expecta-
tions are almost abwavs deleterious (Kuly 1993¢: National
Association of Student Personnel Admimistrators 19935

Use of Effective Teaching Approaches

Bruffee (1995) describes education as ar acculturation
process. where individuals learn how o “share their toys”
with other students, and mturn other indivdials throughout
tharr hifetime

1he main propose of promary school education is to help
children rencgoticte their membenship i the local culture
of family life and helpy them join some of the established
krotcledge conmunitios arailabie o them and the cneom-
frassing cultiere we bodd on common An Pttt frr-
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pose of college or university education is to help adoles-
cents and aduldts jom some more of the established kot
edge communitios araileable to them But another. and
perbaps more important pupose of college or unnersity
cducanon is to helty students renegotiate their menthenshig
in the encompassing commaon culture that ntil then hes
corcronscribed their les (Bruttee 1995, po 15),

Theretore. the most important thing that any faculty member
can do s o create those environments in which studenis
fearn the course content through therr interactions with oth-
ers. Another term for this concept is colluaborative learning,

Collaborative learning is an approach (o weaching offec-
tively that has become more popular in the 1980s and the
1990s. “Collaborative Jearning s an umbrellt werm for a vari-
ety of cducational approaches involving joint intelectual
ctort by students, or students and teachers together, In most
collaborative learning situations students are working in
groups of two or more, nrtually searching for understand-
ing. solutions. or meanings, or creating 2 product” (Smith
and MacGregor 199200 10). There are manmy different col-
Liborative learning approaches including cooperative fearn-
ing. problem-centered mstruction, writing groups, peer
teaching, discussion groups .and seminars, and learning com-
munities (Christensen 19870 McKeachre, Pintrich, Lin, and
stith 1980: Kulik. Kulik. aad Cohen 1980: Palmer 198~
Shor 1992 smith and MacGregoy 1992),

OF the five appreches. cooperative fearntng s the mo
structured tvpe of collaborative learning, Colluborative learn-
ing is based on aset of five assumptions about learming:

Lo Learmng is an active, Constructive process

2. Learning depends on rich contexts

A Learners are diverse

t Learning is inherently sodial,

5. Learning has alfedive and subjective dimensions €Smith

and MacGregor 1992 po1o-11),

These assumptions about learning are based on student
outcomes research which shows that students g0 .n more
whenthey are actively involved in the learning process. For
caample. Asiin s (19930 work shows that two environmen-
tal factors significantiy predict posine change m student

Stracdent Fearnig Outsadde e Cliassroom
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learning outcomes: (1) interaction among students. and €2)
interaction between faculty and students (Smith. Johnson,
and Johnson 1992). Cooperative learning approaches require

that teachers monitor the stadents more closely with the
goal of having students learn how o wor' - ell with others
soctally . Rather than holding students accountable individu-
ally. colluborative learning demands student invols cooent,
cooperation and teamwork. and civie responsibility ¢Smith
and MacGregor 19920 Thus. “collaborative learning replaces
the traditional classroom social structure with another struc-

wire: negotiated relaionships among students and a negoti-
ated relattonship between those student communities and
the weacher™ (Bruttee 1995 po 17,

Ax a result. we couldd say. collaborative learnmyg in colleges
and wniversities complements the cooperative fearning thet
childeen may experience in primary school. With regard to
the educetional career of any individual person. collabo-
rative learning is designed to pick upy where cooperative
learning leaeves off. The principle remetins substentially the
sanie. The emphasis changes (Braftee 1995, p. 161

In addition 1o colluborative learning, a good deal is
known about teaching approdaches that are cffective in fos-
termg higher levels of learning. For example:

I Good teachers are knowledgeable about ther subject
nuttter, are enthusiastic. encourage students to express
their views through discussion, and interact with their
students, hoth in and ouwtside of class (Feldman 1976
Marsh 1984, Mokeachico et all TY80: Murray 1985;
Pascarelta T8O

students learn more from courses when they are given

timehy feedback that is both supportive and corrective
(Cross TY87: McKeachic ot al 1986; Menges and Mathis
1988; kulik. Kulik, and Cohen 1980,

3. When students are expected to work hard, academic
achievement, class attendance, and their sense of respon-
sibility ull increase (Berliner 1984 Cashin 1988: Marsh
19843 and

v Because every student learns ditterently. individualized
mstruction is more cffective under most dircumistanees
EMekeachie et al, TO86).
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[t seems reasonable 1o assume that if these effective

approaches were adapted by fuculbty, administrators, student :
affairs sttt and others who routinely inieract with students

outside the classroom (e.ge. faculty advisers 1o organizations.

internship supervisors. cmplovers. peer mentors) ouit-of-class

eaperiences would make a greater contribution to students .
tearning and personal development and increase insutution- -
al productivity.

Systematic Assessment of Institutional
Practices and Student Performance S
Institutions that tuke seriously student learning outside the

Classtoom regularly assess the refationships between student
involvement in various out-of-class activities and events, out-

contes, and insttuttonal policies and practices. One example
o is montormg what students do with thewr ume when they are
not in cluss teg how much time they <pend stadving com-
pared with other actuvines). The Amencan Association of
Higher Educauon s Assessment Forum (19920 recommeencds
that assessments e based on the tollowing principles:

1. Be coertam that assessment approaches cdata collecton,
mterpretation) are congruent with the mstitution s educa-
tional values.

[t

Use data collecuon and analysis approaches that are mal-
tidimensional and mtegrated:

3. ClL‘;ll'l'\' state the purposes and mtended uses of the

dssuossmient.,

4 Emphasize in the data collection and interpretation both

2 outcomes nd processes that are assoctated with the out-
B COIMeS:
3 Conduct assessments on an ongomg, not Jan L'pl\()kh(.
- buasis,
O Imvolve people from ditterent parts o the institution in oo

various aspects of the assessment: .

Focus on issues considered miportant by the people to e
atfected by the resalts:
e K. Coordinate and integrate assessment activities with other .
' instrtutional improvement efforts, and
o 9. Use assessment information to demonstrate accountabilin
’ 1O VAFIOUS CONSUUCNCIes.

The tourth primcple s pantcdarhy important it out of
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cdass Tearmimg experiences we to be miegrated with carricu-
lar goals. Process mdicators can help determine whether the
conditions are present (e.g student tme-on-task. student-
faculty interactions, high expectationsy that lead 1o desired
outcomes (Banta 1993 Ewell and Jones 1993 Natonal
Center for Higher Education Management Svstems 19939,
Knowledge of the processes associated with various out-
comes helps educators dentity the tvpes of actis tties and
experiences that enhance learning <o they can use their time
more productively by addressmg these processes. Locally
developed or standardized wests can be expensiv e and ditti-
cult to admimister (Banta 1993). In contrast, process indica-
tors have the advantages of hemg less diticult and
oxpensne to develop and miplement: also. they are action-
oriented in that they can be used immediately 1o inform
policy dedisions that would enhance student Tearming (Ew el
and Jones 19931 Finally . process indicators reflect the com-
plex relations among in-class and out-of-cluss interactions
that lead 1o student learning and des clopment.

Ample Opportunities for Student Involvement in
Educationally Purposcful Out-of-Class Activities
Learmng is stronghy mfluenced by idie degree 1o which an
individual is vested in the learning process™ calexander
and Murphy 1991 p. 120 Thus, the amount of time and
ctiort students devore o varous actviies warrant Lattention,

Providing diverse events and adtivities that appeal 1o stu-
dents s necessany but not suthaent, That is. the mere avail-
ability of such opportunities does not ensure that students
will take advantage of them. To inerease student iny olve-
ment n educationally purposctul out-of-cass activities, col-
leges and universities must assist students in maximizing the
learnmg potential of such opportunities and seek ways in
which to intentionalty engage students, This is especiably
important lor those te.g - women, students of cotory who
perecive that certain apportunities are not open to people
like them. “Institutions must work to create a climate in
which all students teel welcome and able to fully partici-
pate” eDavis and Murrell 1993, p .

Students, staft, and faculty often limit their thinking about
cducationally purposelul out-ol-class opporunities to institu-
nonally recognized activities and groups or tormalized cw-
dent Teadership posiions, One result is that student affiirs
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professionals and others typically devote a disproportionate
share of ume to groups and organizations that the institution
has traditionally acknowledged as important to campus life,
such as student government and traternities. There are many
reasons why such groups wirrant attention (e.g . they pro-
vide opportunities tor students 1o exercise responsibility and
sponsor social activities). However, anecedotal evidence indi
cates that fewer students seem to be participating in this
“formal extracurriculum™ (Moffatt 1989, A broader view of
involvement and leadership is needed. one that encourages

students to exercise responsthility but not constramed 16
traditional roles such as tormally recognized groups, ¢ g
student government or fratermticos and sororities €Anchors,
Douglas. and Kasper 1993 Informal leaders can be equally
influential on their peers. the campus canate, and intended
fearnmg ouwtcomes. For example, a student who decides to
write aletter to the school nesw spaper (o vorce 4 concern
caninitinte change on campus Also. numy commuter si-
dents organize informal social activities, study groups, car
pools. and child care arrangements Thus, more attention
must be given to the informal student groups that form and
the acovaties inowhich members of these groups are
involved

Baluncing engagement in a variens of both in- and out-of -

class expenences s ertical 1o masiniZzmg, positive outcomes
(Kuh 1981 Although the level of students” myolsement in
the institutional enyironment is positively related 1o v atoe
change. it has also been shown that too much involvement
may be counterproductive” (Pascarella and Terenzini 1991,
D. 3131 Stadents who limit their involvement solely to aca-
dennes do not show the same gains as students who are
imolved in a broader range of activities tAstin 198 1),
. Athletes who limited their involvement o prmarily expen-
ences assodiated with their sport also Lated o show sinnhar
gamns, Limting involvement to any one portion of the colle-
Lrate expericnce appears to reduce the amount and oope ol
change that a student can realize.

Prompt teedback also is important for fostering environ-
menis focused on achievement and growth on a variety ol
Valued dintensions (Chickering and Gamson 1987). Recall
that prompt feedback in the classroom is related o gains in
student achievement and satisfaction (McKeachic et al
19801 espectally when thic teedback 1s correane, support -
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e, and mmediate (Sorcinelli 1991y, These same conditions
should hold tfor out-of-cliss settings.

Human Scale Settings Characterized by

Ethics of Membership and Care

Creating and maintaining human scale scttings are arincal to
engaging students in educationally purposctul activities. As
Chickering and Reisser €(1993) pointed out, “Smalt size. both
m absolute number and the ratio of poersons to opportunitics
and pressure for active participation. is important”™ ¢p. 4006).
Howaever, smiall size itsell does not cause student involve-
ment. though it almost certainly increases the hikelthood of
engagement thuh 198D Smali group size typreally encour
ages gredter interpersonal involvement. Indeed. mu Large part
of the impact of college is determined by the extent and
content of one’s mteracions with nujor agents of socnhiza
tuon on cimpus, namely . faculty members and student
poers” CPascarela and Terenzini 1991, p. 6200,

Institutions marked by hiuman scale settings seem 1o
encourdge student engagement in a variety of activities
From ther studvy ol furofeme Collepes. Kuh et al (oo h
distilied five factors that foster engagement in educationally
purposciul activr s, Goa welcoming phvsical environment,
thra psveholog o environment that secks to balance chal-
lenge and support. (o) the presence of sate spaces that allow
tor personal reflecanon, (d) the absence of anonvmity, and
t¢1 support for multiple subcommuniticos o form and flour-
ish Human scale settings feel comtfortable and manageable
tre small colleges seem larger and Large universities scem
smaller). Indoor and outdoor spaces (e.g o classrooms., stu-
dent lounges, pedestrian malls) are arranged 1o foster infor-
mal. spontancous mtenaction among students and students
and faculty. “Morcover lat Involving Collegesl, sudh opportu-
nitics for meaningful inmvolvement as leadership positions in
stident organizations and CAMPUS governinee structures are
mn ample suppiy™ tkuh 199 p. 100,

1he maost criticad issne regard nig campits cnrralments
arted stieclent incolrement 1s . creatuig a sense of belong-
. d feding on the part of the stidents that the institition
acknocledges the hranan needs of social and psychalagi-

cal comfiat. aned that they coe full and valved membens of
the campris commmunity Chuh et all 1991, po 3210




Ideully. colleges and universities are caring communitics,
“To care and be cared ftor are fundamental humar, needs”
(Noddings 1992, p. xi). “As impossible as the goal My seem
to be.w madern college or university should be place
where every individual feels affirmed and where CVOTY v
ity of the community is hamane. Caring is the key”
(Carnegie Foundation for the Advancement of Teaching
1990, p. 7 At mstitutions muarked by ethics of care and
membership people sense that they belong. that they “mat-
ter to someone else. that they are the object of someone
clse’s attention, and that others care about them and appre-
crte them™ eschlossberg, Lyneh. and Chickering 1959, p 2

bmong other things. this cthie of care” means that st -
doents are appreciated for what they bring t v the institu-
tion, they are not seei as o drain on instititionel
resotirces or an mmeelcome diverston of facnlty attention
Jrontresearch and scholarly acticity. .. newcomers .
hehare as fidl members of the commntity with all atten-
detnt vights and responsiblitios. Moreover: this “othic of
membershipy” scids a clear message to students “yon
are here hecanse we beliere you can succeed (Kuh 19914,
p 13

For students to be successful and feel salued. they must
have their interests and heritage achnow tedged. legitimated.
and apprecrated. AU the same time, for student growth and
learning to occur students must be chatienged as well as
supported. academicalhy and socially esanford 1962).
Subcommunities, or small groups of people with similar
interests, ypically form naturally on larger campuses,
Creatng & camipus chimate where distmetine subcommun
ties can coexist harmoniously is especially important on
sl campuses where the culture compels people to con-
form. Distinctive subcommunities can not only provide for
but also possibly encourage productive debate and
didlogue.

An Ethos of Learning thzt Pervades

All Aspects of the Institution

“Ethos (from the Greek. “habit™) is 1 belet system widely
shared by facabiy s stadens, administrators, and others, 1t is
shaped by core of educational vatues mantlested in the

For students

to be
successful

and feel valued,
they must bave
their interests
and beritage

acknowledged,
legitimated, and
appreciated.
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institution’s mission and philosophy™ (Kuh 1993h, p. 22). Yet
the role of an institution’s cethos in shaping behavior receives
little attention in the higher education literature (Kuh 1993D)
even though cthos and other cultural properties intluence
learning and personal development (Davis and Murrell
19930 Kuh et al 1991 Pratt and McLaughlin 1989). In part
cthos receives litle attention because it is ditficult to define
clearty In this sense, the words of jazz immortal Louis
Arnstrong are relevant. When asked to define jaze,
Armstrong replied that =T know it when T hear .. Andiit |
hav e 1o explain it to vou, yvou'll never getit”

An institution’s cthos and related cultural properties war-
nl attention because students at institutions characterized
by an ethos of learning show greater gains in learning and
personal development than students at other institutions
tkuh or al. 1991 Kuh. Vesper, and Krehbiel 199400 At these
mstitutions, the institutional culture communicates 1o stu-
dents, faculty, and statf—at a deep. almost unconscious
ley el—the central role of fearnmg at the college or universi-
ty. These institutions are characterized by an environment in
which “learners are known by name and respected as indi-
viduals. feel comtortable, intcract waith people from back-
vrounds ditferent from their own. feel free o take
inteltectual risks. assume responsibility tor their learning and
social weltare, and have opportunities to participate in com-
munity governanee” (National Association of Student
personnel Adnunistrators 19935, p. 8). Such an cethos devel-
ops s result of an intentional focus on student achieve-
ment by faculty and statf. They retlect on and frequently
discuss among themselves and with their students the cen-
tral role of learning in their lives and for the institution,

Colleges and universities that reflect to varying degrees
the preceding cight conditions are well on their way to
engendering an cthos of fearning. They are similar in some
important ways to “learning organizations.” They value
learning because it is an inexhaustible source ol renewal

and innovation They encourage all of their members 1o
~continually expand their capicity to create the results they
truly desire. where new and expansive patterns of thinking
are nurtured, where collective aspiration is set free. and
where people are continually learning how 1o learn togeth-
crmasenge 1990, p. 30 Hill (1990, borowing o phrase from
Waker Lippmann (198 1), described this situation as “the
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hospitality of the inquiring mind . . . one that invites ideas
in. asks them o sic down, talks with them for a while, and
makes them teel at home. They may leave. but there has
been an engagement” (Hhll 1994, p. 9). This persomification
of the inquiring mind is, at the same time. the wpe of
engagement that faculty: members, student affairs stadt, and
other educators must encourage and expect from studenis.

A college or university with an ethos of learning draws in
students. compelling them to examine atfirming and chal-
lenging ideas and perspectives and encouraging them to
reflect. ponder. queston, debate. and act on their learning.
suchinstitutions value debuate. discussion. and the free flow
of ideas without regad 1o topre, They promote prograis
and avenues through which students may retlect on and
make cornections between life activities and their Larger
educational experience. both on and off campus (Kuh,
Vesper, and Krehbiel 199-0), Indecd. many students ar certam
tvpes of nstitutions (metropolitian universities. community
colleges) spend relatively litde time at their institution. These
students otten work elsewhere. are engaged i conumuiy
service. and devote much of their discretionary time o their
families. churches. and neighborhood organizations. Said
another way, an cthos of learning is not place bound. but is
a deeply held beliet in holistic alent development unaffect-
ed by the institution’s physical or psvchological Dound.aries,
reputational rank. or size of endowment.

Mutddent Leariinig, Owdside 1he «lasseoom
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IMPLICATIONS

This section offers suggestions for those committed 1o creat-
ing tearning opportunitics for undergraduate students out-
side the chissroom, Any institution can improve student
fearning by using its existing resources more clfecnely to
create the conditions under which students learn best, both
inside and outside the classroom. Know fedge. walll and
commitment are the key factors, not money.

At most colleges and universities the curtent organization-
abwrangements of academic and student aftairs. acadenic
depanments. business aftaies. and other units hine become
“functional silos™ (Aarchese 199 0. mhibitng coltaboration
and cooperation that could advantage students in using the
mstitution's resources tor learnmg, Breaking down these
Darriers s a key challenge Thus, student earning outside
the classroomt must be evervone's busimess That s, onhy
through collaboration among administrators, faculiy, student
aftairs sttt and students can a college or university create
an ethos of learning that supports and encourages participa-
tion m the hinds of acetnvaties that must be pursued with vig
or and enthusiasm to create the other necessany conditions,

Fapenence shows that when responsibily belongs 1o
evervone, few the the responsibility seriously enough to
devote the energy and e necded to change the status
quo. However. if some persons or groups are held account-
able for miplementing speatic policies and pradices,
langes i behavior. beliefs. and attitudes are more hhely
oceur. For student learing outside the clissroom 1o be more
tightly connected to the institution'™s educational purposes,
erenone must do their share but Jeadership. auathority - and
accountabitity must be exerdised by designated instiuational
agents. That group should include the president as well as
others in i position to shape the institution’s culture and
revise key pohicies and practices ince ng the reward sys-
tem te.g., dcademic deans, student atfuairs administritors,
faculy nd student teadees).

To create the conditions described in the preceding
section. we begin with some general recommendations
Then. some spectic mplications are discussed according 1o
familiar priman role functions in acolfege or universin—
governmg board member, president, academic admimistrat-
or.facuity member. student dathars professeonal. and
stident




General Recommendations

L. Cultivate an ethos of learning
throughbout the institution
Institutions with an ethos of learning are blessed with more
than a few boundary spanners. people who move among
the funciional stos. articulatng the institution’s mission zind
viston with linguage that acknowledges and respects both
classroom and out-of-chiss fearning. To establish an ethos of
tearming, a mubtiple-ycar actuon plan is needed that brings
together Bculty members, student attans statt. and academic
admmistators i collaboratve. mutuatly supportive eftorts.,
The goal is 1o extend the mtluence of academic programs
beyond the Doundanes of the chissrooms, ibontories, stu-
diosand Laculty oftices into the residences, student organi-
sations. and nsttutiona tacihines

Koy o the success of the plan s fashioming institunional
pohaies and practices that acm el engage students in thesr
lcarning by motvating them 1o use the educational
resources already available, How can facalty, academic
adnmistrators, md stadent altinrs sttt work ogether o
harness the energy and mfluence of peers 1o encourage
students o put tortho more etfort that waill result m the hmds
of fearnimyg gains that are compatble with the msttution
mrssion and students educational and vocational objedtives?

\nother goal is to create the conditions where all pecple
teel welcome and comtortable <o that they can tike acdvan-

tage ol the mstitunion's resources for learnmg,. One such
resource s human diversiy

Recent research Cstun 19930 19930 suggests that for
students 1o reap the many educatonal benefits of o diverse
GEMPUS cCOmmunity an institution’s commitment must e
fourtold: Gnto advance knowledge and intelledual under-
standmy of ditferences among all groups g students.,
Laculty . stalh . th) 1o encourage interactuon among members
of ditferent groups (ege, ethnic, cuftural. gender-based, sex-
ual orientation. academ interest; () o promote the appre-
craton and valuing of commonalitics across bl students: and
thrto buld on commonaliues while acknowledging and
respecting the unigque contnbutions that members ot datter-
ent groups nuthe o an academic community

Fhereare sound cducational reasons tor such ellons For
cxample, students who dive an spend time with someone




from 2 ditterent racial and ethnic hackground gain in under-
standing of human ditterences and appreciation for the aes-
thetic qualities of ife CAstin 1993 1993b). Toward these
ends. public discussions are needed o determine how an
institution cin desclop an environment marked by the ethies
of Gire and membershiup described carlier so that all stadents
feol welcome and succeed acadenucally and socually.

As with other powertul learnimg experiences. there is no
substitute for personal contiact for encouragmg student
molyvement m educationally purposctul actvimes, That s,
the mere presence of myolvement opportunities that appel
o diversity of student necds and mterests is not enough to
ensute that students wall tahe advaniage of these opporunt-
ties. Faculty, student attairs statfs acadenie adnmistrators
and others encourage student cHort through s hat mas 1o
“ome seent ke insignificant gestures—oomments n the
margm of a4 stadents essay acknow ledging asaliene pomt.
words of encouragement dter class or organizational mect-
mg. 4 queny about g student's well-being and cducationl
progress. notes to students who have atamed sighificait
acliey ements, and many, many other expressions of interest
and concern consistent wath the msttunon’s educational
putposes dand values, The contluence of these eXprossions of
interest help studenis teel valued and encourages them to
perform at a high level, hoth inand out of the clissroom
tKuh et ab 1991

2. Address the importance of out-of-cluss experiences
explicitly in the institution’s mission

The value of oui-of-cliss experiences to attnnmg the msbitu-
tion's educanonal purposes warrants debate and discussion,
No smgle best answer exists. Only through dialogue on this
topic can taculty, sttt and students develop ashared vision
ol the enterprise— hat the purposes of the mstitution are.
what the students want from their college experience and
the acunvities in which they should engage 1o atam then
gouls, what behaviors are eapected of students, and wia
quahiies charactenze o healthy, etfectn e aeademic comniue
iy, fust s vatues decay over time (Gardner 1990). ot s
with the collectne understanding of insttutional mission and
purpose Therefore, . concise satement is necded that
desenbes what the student experience outside the dlssioom
Should he, Pentodic discussions are needed to atbirm and. o

Stgedent Tearnmge Cnistde the Classroom
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necessary. modity the understanding of what people are
tying o accomplish together and to maintain clarity of pur-
pose and a common view of how out-of-class experiences
contribute to attaining the institution's purposes,

One approuch o examining the mission with respect to
the importance of learning outside the classroony is 1o pose
the iollowing question: What is this institution for? At first
blush the queny seems sophomoric. Yet it is precisely the
differing answers various groups offer that create the contra-
dictions, contusion. and musunderstandings about the role of
out-of-class experiences in attaining the institution's educi-
tonal purposes. The appropriate role of life outside the
dlassroom will vary from institution to instinution, depending
in part on student characterisues and the mstitational mis-
sion: The key s sharing know ledge about the potential con-
tributions of out-of-cliss Cxpernences te e desired
ottcomes of college and how the institution's educational
resourees can be used toward these ends, This means that
many people must be mtimately acquanted with the
rescarch Interature summuarized carlier.,

3. Establish a bolistic approach to talent

development as the institution’s philosophy

of undergraduate education

A holistic talent development phile mophy of cducauon is
essential o establish an ethos of fearning that CNCOUTIZeS
students to take advantuge of out-of-cliss learning opportu-
mities. Institutions that adopt this view minmize role distine-
tions by encouraging everyone o consider themselves
educators. At farger colleges and univ ersities the tatent
devclopment perspective will need 1o be interpreted an vari-
ous organizational fevels Goe L academie departments. rest-
dence hatls) o ensure that this philke wophy guides thougli
and practice throughout the institution.

The magnitude of this task should not be underestimuted.
For example, many colleges and universities have become
reluctant to engage in the lives of students folle wing the
denuse of the infoco parentis doctrine that shaped student-
institution refations. The absence of o guiding institutional
compact huas had deleterious eftects i academic pohicies
andd practices as well Ine reasing chiss sizes and the wide-
spread use of the Tecture as the dominant instructional
approach Envors anonymity, suggesting to students that they

§1




- need not be actively engaged in the learning process. Many
faculty members are reluctant to require class attendance.
Symbolically. this practic. suggests to students that class
attendiance is unimportant and they can shirk responsibiluy .
Studdents who do not attend class do not benefit as much;
also, many students have more discretionary ume. which
they do not always use to educational advantage.

4. Periodically assess the impact of the

- out-of-class environment on students
: Few enterprises know fess about their clients than institu-
} tons of hezher cducanon Inmany msntunons, the aspire
* tions. bachgrounds, abthtes. and role orientationts) tstudent.
parent. workery of students e very different from under-
graduates of a decade or two ago. The institutional rescarch
office or student athaits division should collect and dissenn-
nate nfornttion about student characensnes, meludimmg data
on spedifte student populations €egmembers of historically
underrepresented groups). At the same tme. one needs to
exercise crution in generalizing from composite information
about student haracteristios and experiences to indidual
sudents. Fyeny student s unigue, wath unigue neceds. imter-
ests, and priorities. Members of certain subcommunities of )
students have necds spedific to their group as well tRul ot -
Al 109,
- In addition 1o cognitve dev elopment and knowledge
acquisttion. assessment etforts must address diffcali-to-mea:
sure arcas such as maturity, self-understanding, practical

’ competence. tolerance. and humanuarianism. “These charac
- teristicos—which go beyond the mtellecat mipact—are per
) haps among the most mportant college outcomes. and vet o
is difficult. certainly in the short run, o determme whether
these goals have been accomplished” tBover TORT, p. 260)
A As Astin (199D obsenved. titde progress will e made until
B mstitutions suspend cttorts that vidue only that which can be
measured, and tocus instead on measunng what they value,

Another wan 1o assess the impact of the out-ol-chiss
CXPCTeNCe is [ CNNIMNe process indicators, such as “the
extent to which the undergraduate s engaged in estraou .
ricular activities and tutfitfed  © service requirements”
(Bover TO8™, p. 200, Students night compile a portfolio or
transerpt retlecting their cocurncular, student leadership,
and cultural expeniences (Brown and DeCoster 19820
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Cocurricular transcripts are one way of emphasizing 1o stu-
dents the importance of participation in certain out-of-class
activities. In the past, cocurricular transeripts often did not
include outcomes data. but simply listed the activities in
which students participated during college. Thus, it is imper-
ative that the benefits associated with parucipation in these
activities be estinted and recorded.

Toward this end. existing structures (¢.g.. residence halls)
and processes fe.g new student orientation, academic
advising) must be examined to determine whether they
intenuonally promote involvement in educationally Purpose-
ful activities. Too many structures and processes have
become administrative. rher than educational. in character
and fundion. For example, orientation and academic advis-
myare often merely processing students and course match-
ing respectively, Because of the significant human and fiscal
resources directed to these activities, they must be 1e-engi-
neered o focus on student learning. In this sense, orienta-
tion must be thought of as the primary socal and academic
integrating experience for newceomers and advising must
emphasize educational phainming and the skiils necded 1o
produce an acadenne plan that will realize the student's
cducational and personal goals as well as the mstitution's
cxXpedctdations.,

Data on the impact of out-of-class experrences on student
icarning and development are necded o improve these and
other programs and senvices. as well as to demonstrate the
impovainee of out-of-class environments in enhancing stu-
dent learning. These data can also be used o help shift the
focus—especially tor student affairs staff—from what services
and programs are provided 10 whant students are leirning and
how they are developing. In addition. this information can
be used (o document the contributions of the out-of-class
environment o the many goals and values of an institution.
Finally . informanton about how students use their time
beyond the clitssroom can be a barometer of the extent to
which faculty and staff use best practices in undergraduate
cducation (Chickering and Gamson 19873, For example. clus-
ters of tems from the College Student Expericnees
Questionmaire (Pace 1990) reveal the wmount of time and
energy students decote o interactions with ticulty, peers,
andactive fearning, activities known 1o be directly linked to
student fearniag crah, Vesper and Pace 1995, Pace 1995)
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5. Develop a common view of “what matlers”
in undergraduate education
Many definitions exist of what constitutes learning (Fincher _
1983) in part this explains why faculty continually debate s
the most important outcomes of undergraduate education. Most people
Such debates are headthy it they lead o examinations of are unaware
time-honored approaches o undergraduate education that Oftbe‘i'? mental
are fess productive (e.g.. lecture) than other approaches models and
(g active learning) and of the mental models that rein- bow they
h)rc.c these lcﬁs productive I')ch;l\'mr\.. .\.]Clll'.ll. maodels are inﬂuence their
“Lacit assumptions (unquestioned betiefs behind all decisions .
and actions) and hidden cultures (shared but unwritten rules behavior.
for cach member's behavior)” cKilmann 1984, p. 8) that
shape the way people perceive the world and affect how
they behave (senge 19901 Most people are unaware of their
mental models and how they influence their behavior,

Faculty. sl and students have ditterent mentat models
tsenge 1990) of what is important in undergraduate earning
and personal devddopment. That is. what a faculty member
vaiues most nun differ greatly from those ob sttt members
and students. Discovering these models and the assumptions
' and vidues they represent is necessury it faculty, academic

administrators, and student affairs staft are o collaborate

succeesstully o enhance student {earning,

Figures 1, 2, and 3 illustrate the mental models of facul,
student afTirs stadl, and first-vear traditional-ape studerits,
These models are abstract representations of groups of peo-
ple They hive not been empirically validated and ave pre:
sented to stimubate discussions among faeudty. stalt, and
students that can set the stage for the collaborative efforts
necessany 1o create effective fearning environments. Atso,
some individuals are not represented by the model tor therr
group. For example. facabty may differ by discipline in terms
of how they think about tearning CAustin 1990; Kuh and
Whitt 19521 More than one student maoded s needed 1o
accommodate the nuny different types of students teg tull-
time tracitional-age senior students; 45-yvear-old students
tiking one classy. By comparing the maodels side by side the
differences become more obvious m the ways Lieulty, stall,
and students think about what is important in undergradute
cducation and beyin o explamn why collaboration and com
muncion are sometimes difticult even though people nuy
hav e sinular aspuations tor ther students
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The items listed in the core of the models are most
important to the respective group. The further from the core,
the less important or valuable the activity. For example,
faculty tend to tocus on the curricilum and those progriams
and services that support classroom activities (figure 1) (L.
Upcraft. personal communication, January 1995). The guid-
ing assumption is tat what matters in undergraduate educu-
tion occurs primarily in the classroom, Student affairs stalf
tend o focus on programs and services that emphasize stu-
dents” sodial welfare needs and toster psycho-social devel-
opment figure 23, A griding assumption of this maodel is
that the out-of-class experiences of students make consider-
able contributions to the desired outcomes of college.

Figure 3 suggests that students” concerns and interests

FIGURE 1

WHAT MATTERS IN UNDERGRADUATE EDUCATION
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ditfer from those of the taculty and student affairs staft.
Important to students are such matters as grades, making
and keeping friends, being accepted by peers, obtaining the
credentials to get a good job, and learning how to take care
of themselves and manage their time. They tend o focus
less on activities and services considered important by cither
faculty or student atfairs staft unless they recognize a need
for such services (figure 3).

Acknowledging the existence of ditterent mental maodels,
and the assumptions on which they are based. is a necessary
step towsrd developing a shared language and institutional
vision of what matters to student Iearning. Both a common
Lainguage and a shared vision are essential it faculty and stait
e o motivate students o apply wha they are fearnimg in

FIGURE 2

WHAT MATTERS IN UNDERGRADUATE EDUCATION
STUDENT AFFAIRS MENTAL MODEL
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class to their lives bevond the cliassroom tand vice versa)
and o get students to reflect on, and integrate, their cliass-
room and out-of-class experiences. This means members of
various groups must learn how members of other groups
think and how o communicate more effectively with them.
Faculty members, administrators, staff, and students also
must develop a shared understanding of what connotes
quality in undergraduate education, including its indices.
such indices mav include measares of the learing climate,
guality of teaching, student outcomes, and other factors that
are essential to creating an cthos of learning throughout the
Campus

FIGURE 3

WHAT MATTERS IN UNDERGRADUATE EDUCATION
UNDERGRADUATE STUDENT (AGE 18-23)
MENTAL MODEL
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6. Attempt to shape the student culture in
ways that will foster responsible bebavior
and valued outcomes of college
Using promising practices from the rescarch on teaching and
learning and developing a shared vision and collaborative
working arrangements among faculy and statf are necessary
but insufficient conditions for enhancing student learning,
Even the most ambitious, elegantly designed mstitnuonal
e rencwal strategy will fall short it the student culture is not
- addressed. The abihin of institutional leaders to recognize
' and understand difterences among mdividuat students and
student cultures seems o enhance their elteciveness
working with students and communicating desirable com-
muniy standaeds
student culture exerts L signficant mtluence on nay

.- aspects of college hte mdduding what o student fearns

Decause it deternunes the kinds of people with whom one
i spends time and the vidues and attitudes o which one is o
exposed (Bard 1988 Werdnun 195 9. W hen aninsttution S

o allows stadents o determine the nature of soctal and aca-

i dJdemie relations, the intluence of peers on student behavior
incredases (Wikson 19001 As o resalt. the expectations, atti-
tudes. and values that Chariacterize student cuttures may or
nuy not be congruent with those of the faculty. Indeed. )

. there s evidence that at some colicges and unnersities the s

conumant student cultures have become estranged from the
intelect il e of the institvnon tHorowity 1987, Moltat
1989,
For example. at some institutions students devote fewer .
, than three hours per day outside of cliss o their studies
. OLarchese 1994 Wolt, Schimitze and Elbs 190910 At the
t niversiy of Mssouri at Columbui, attendance at Larpe lec-
ture chisses averages thout o0 pereent, a problens common
to many other kirge universitios (CSchroeder, personi )
communication, Februany 21 1993 Students who join sl
fraternities are disadvantaged mowerms of first-vear gams i
cognitne complesity (Pascarclla. Edison, Whitt et il In
press)and humanitarianism (Pascarella, Edson. Nor e
In press). These unequisocal findings coupled with the data
g that show that white male fraternity members engage in
binge dnnking to a greater extent than any other studemt
goup (Wechsler, personal communication. August A 1993
ke 1t cdear that msttutions <hoald profrdbae new siudents
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from joining such groups at least untit after their first year of
college.

Even institutions that atract large numbers of commuting
students must contend with student cultures that may be
antithetical to what the institution is trving to accomplish.

For example. Weis (1985 found that the African American

student culture at an urban community college essentially

msured that the vast majority of African American students

would return 1o squalid tiving conditions comparable to

those from which they came. Tt is the culure that students

produce within the college tha makes asignificant contribu-

tion o low “success rates in traditional acadenne erms and

the reproduction of a social structure that is strikingly
unequal by clhiss and race”™ (Weis 1983, p. 139).

Faculy and others can influence the student culture, at
leastindirectly. For example. fuculty shape student behovior
outside the classroom through their requirements torclass R
and their interictions with students inside and outside the T
classroom. They also intluence mdwecty the nature of rela- N
uons among students when they use lecture methods exclu-
snelyand require students to work independently (which
tends 1o foster competiion) or use a variety of wechnigues
appropriate to the learning goals and setting such as active
learning through small group work cwhich promotes coap-
crationt,

U nless students are willing to swork harder. and therr
poers endorse an expanded range of effort, attempts o
mereise learning productivity will meet with only limited
successs A key factor, then, in enhancing institutional pro-
ductvity and student tearing is developing strategies that
counter the conforming influence of the student culture that
often dictates wfow amount of effort be dircaed 1o academ-
o activitios CHughes, Becker and Geer 1962 Kuh, In press),

Recommendations for Various Groups

At many institutions. student atfans professionals are hekd

responsible for the quality of out-of-class living and learning
vivironments Howev et s ddear from the research on out- T
ol class learning experiences that all members of a college

or university community: contiibute directly or indirecthy to
stidentinvolvement i cducationally purposetul actvines

hevond the clissroom For this reason we begin with recom-
mendations for those who tend to e less imvobved in pro-
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moting out-of-class learning but whose leadership and com-
mitment are necessary to creating the type of seamiess learn-
ing cnvironments described in this report.

Governing boards

The expectations and responsibilities of governing boards
depend o great extent upaort the traditions, context, and
complexity of the institution. In most institutions they are
expected to raise and steward institutional resources,
appoint and evatuae the performance of institutional fead-
ers. estitblish institutional goals and evaluate progress
tow:rd those gouls, stimukaste mstitutional renewal, and sene
as it bridge as well as a butter o the external environment
CTavior 1987 In carnving out these responsibilitios, govern-
g boards directdy and mchrectdy intluence student learning
and personal development outside the classroom,

For example, governing boards approve the mstitation’s
tormal misston statement. The board can make a strong
statement about the importance of hite outside the classtoom
by empiiasizing undergraduate education and acknowledg-
ing the mutuad shaping of in- and out-of-class experiences
on student learning and personal development. Governing
boards can have a positive mtluence on student fite by pro-
viding strong. supportive staitements about the importance of
high-quality. out-of-cliss learning opportuniticos to attumng
the insutution’s purposes and allocating resources 1o creae
and niuntun such opportunitios. Governing hoards also
inlluence student learning outside the classroom by approv -
ing policies rangmg from librany hours and the availability o
tedinology | o the inditution s postion on diversite. Other
baard actions include encouraging (or discouraging) student
participation in institutional governance structares Crecall
that students henefit i the arcas of pracucal and interper
somtt competence from such activitios) and participating
themselves i student-centered actvities e g new student
COM ocions. commencement, mentoring programs. discus-
sion groups on topies of importance © students).

On accaston, governmg boards enact pohicies that have
unintended negative consequences for out-of-cliss fearning,
For example, approving ancitlany lee increases in order to
oftset shorttdls i tuinon revenaes may hmt student access
to prrognans and aciivaies that Were once .n miegras pat of
the undeigraduate covumcuba collegiate expenence
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Additional steps that governig bouards can take o foster
student fearning outside the classroon include:

Requesting dati on process indicators and outcomes that
are consistent with the guidelines for assessment
discussed previously in this report;

Asking for information from students directly about how
they spend their ume and what they gain from their expe-
riences outside the dassroony;

- Challenging tacuhy teaders and st 1o modify core func-
tons and processes that will help create an ethos of
Icarning throughout the insttuuon, and
Hiring a president who values undergradiae education
and who has high expectations for student, faculty, and
st performance. insde and outside the cassroom.

President
As with caprans of mdustry. the president with the suppon
of governing board and cabinet members establish goals,
prionties, and policies for the core adtivities in which therr
organization engages. These include among other things
rescarch. undergraduate and often graduate teacking, and
service to the community As the keeper of the insttion's
vision. the president is the symbolic teader for all institution-
al stukcholders. How. where. and to what ends the presi-
dent spends ume ifluence what members of the institution
think s valued and worth doing—induding the quality of
student fearning and development opportunities outside the
classroom (Kuh et al. 1991, This suggests that the degree 1o
which student learning outside the classroont will be valued
by the institution is a function of the amount of attention the
president gives to these issues when talking with the press.
governing board. state fegiskuors, and other groups. To be
persuasive on these topies the president must have accurate
infornution about students and thewr experiences

In many cases, teaching, research, and service are the
three primary missions of a college. The president should
convey institutionad priorities o the board, and have detailed
plans that outhine how speatic goals and olyecns es will
has e anaimpact on student learning ouside the classroom.
This means the president must make it clear to the chicl

budget officer that acadennc goals lead budgetany expendr-
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Recognizing that different student cultures exist. the presi-
dent should charge specific groups (e.g. . fraternity advisers,
minority student affairs stath) o monitor how institution:l
policies and practices mirror what the educational mission
statement states as integral to the success of all its students,
The contributions of certain groups (e.g.. student aftairs) 1o
high-quality. out-of-class experiences are often invisible to
the casual observer. Their important work is reflected in
institutional safety nets and efforts 1o teach and support
students 1o do—and learn—things for themselves, That this
= work often goes unnoticed by faculty and even students

themselves does not mean that it should go unrecognized or
unrewarded. A president who values out-of-cliss contribu-
tions frequently celebrates this work. not only through puls-
lic kudos, but also by making sure that these people have a
cihinet-level voice to influence institutional policy.

Other activities that presidents can undertake to promote
student fearnmg outside the classroom include:

1. Annually reminding the governing board and acadenie
admunistrators about the value of out-of-class experiences

- to student goals and the institution’s mission:

2. Talking with students on a regular basis in venues that
acknowledge the importance of life outside the
classroom;

- 3. Holding the student affairs unit accountable for articulat-
ing and responding o stedents” out-of-chiss needs
(Nitional Association of Student Personnel Administeators
1987); and

4. When appropriate. encouraging external stakeholders o
support, morally and financially, out-of-cliss progrioms
and services that serve educational purposes.

Academic administralors

The provost or senior academic officer is o key plaver in
fostering a spirit of collaboration between academic and
student atlairs and in encouraging fiuculty to acknowledge
the importance of lite outside the classroont 1o achieving the
institution’s cducational objectives and student’s educational
and personal goals, All oo often. in-class and out-of-class
learmng are percerved as diserete and separate from the
actdemic mission (Ruh, Shedd, and Whitt 1987 Various
factors. such as changing Liculty resward systems (Bowen
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and Schuster 1986), encourage Laculty members o isolae
themselves from students out of class, contributing to the
perception that academic and nonacademic aspects ol stu-
dents” lives are separable. with the former clearly more
important than the later.

Senior academic officers are ina strategic position to
shape an institutional ethos that values learning outside the
clissroom. An important role is to weach aew faculty, admin-
istrators, and sttt about insttutional values regarding st-
dent learning outside the classroom. By recommending that
new stadent orientiwon include more intellectual activities
(e g small group faculty - or statt-lead discussions of
required summer readings) and encouraging students to
hecome imvohved in departmental organizatons, the academ-
ic dean sends posertul miessages about what college is
about and creates appropriate expectations for both new
students and faculty. Departiment chairs can make new Fae-
ulty members aware of the importanee of out-of-class con-
ticts with students o student satisfacton and persistence
CTmto 1993 “hat other messages can academic administra-
tors send to faculty about involvement with students fier
class and the role of out-of-class fearning opportunities in
fulfilhng the insututonal mission?

To create those conditions under which student fearning
hest oceurs, acrdemic administrators might consider:

1. Revang tenure and promation policies in order o recog-
nize faculty involvement with students in out-of-class
settings (e.g.. serving as advisers 1o student organizations,
workmg with undergraduates on oui-of-class projects);

Assessing the extent to which acadenie support services
are meeting the needs ot all students and are compatible
with the institution’s mission and philosophy:

A Appointing faculty. members to student life committees
and student attairs stadt to academic affairs committees
and sk forees;

b Establishing strong communication links between aca-

demie and student atbnrs: and

Fhrong learning-centered faculty members,

Y

Faculty
Faculiy probahly huave as much mtluence on out-of-cLiss
ey envtonments as o othier group excludimg stu-
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dents themselves, This is because they determine in farge
part how much students study by the amount of academic
work they assign and what learning resources in addinon o
the course text are needed to complete assignments (e.g..

. library. study groups). This is why learning-centered faculty _

are critical to creating seamless learning environments. Learning-

Arning-ce e ‘;'l Cviow UL ates 48 active

g Lear nmg.,.(cnu rc.d taculty view undergraduates tive centered ‘

- partners in learning rather than empty vessels to be filted. _facult view E
They exhibit an mtellectual mquisitn eness that is Y

) contigious, thereby creating a sense of wonder and excite- undergraduates

_ ment in their students. They have high expectations for siu- - 4S8 active
dent performance, and challenge students o discover and partners in
use ther miclectual and sodial capabitities by using the learning rather
institution’s resources for learning to full advantage (e.g.. the than empty
librury. cultural events. and work opportumities both on and
oft the campus). They recognize that, for most students, vessels to be
knowledge must be apphied to be useful and relevant. For ﬁlled'
= this reason. learnmg-centered frculty members design

assignments and class projects that help students puiposetul-

Iy integrate in-class know ledge with their out-of-class fives

(Kuh et al. 1991,
- U is not surprising diat such oute mes as academic skibis
- are associated infrequently with out-of-chiss experiences,
comparcd with other outcomes, such as autonomy and con-
fidenee At the same time, it is disappointing that knowledge
application is not often associated with out-of -class activities.
Coltegiate environmients cffer mnumeriable opportunities to
use information obtaned from many courses of study (eg2..
political science, psychotogy, sodiology) in dealing with the
problems and chatfenges of daily hfe, Course assignments N
~hould encourdge students to extend therr understanding
bevond the primary test and lectures, and require them to
use campus learming resources—the library, the muscum,
the theater. convodations. and special lecures—by working -
them into class assignnients To encourage more knowledge
application, Liculty could structure assignments that require
students toatustrate how they are using chiss material in
other arcas of therr lives Tor example. Lculty can promote
way s tosrddress current institational-socictal issues i the
curricatunt teg.ashing students in business courses to work ,
on case studies addressing institutional findandial issues or
" societd concerns abour the inanemg of ngher educanon)

I an mtroducton philosophy course at Earlham College
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focusing on sexual ethics, students are asked o locate sever-
al articles about affirmative action, annotate two that take
different points of view, and relate them o their own ethical
positions, “Another in ULS. History asks students 1o examine
primary materials on stave lile or the aboliton . .. compare
themy with their texts treatment of the subjects, and o write
their own briet accounts of the issues or events”™ (Erickson
and Strommer 1991, p. 131 Such assignments encourage
students 1o both prepare for cliass and o develop heter
library rescarch skills, skills that can be used in other arcas
of life te.g.. how to find information on a spedific topic).

Many of the pedagogical advantages that occur naturally
in experiential learning o each higher order learning skills
can he anificially created in academic learning environments
tAngelo and Cross 1993), Ina course in family studies, an
instructor devised an exercise 1o give students an opportuni-
iy o experience what it is like 1o be a primary caretaker.
Fach student was given an egg and told 1 "take care of it
and to return it in one picce at the next class. Those who
did would receive extra credits Students returned with a
variety of experiences to share, which alfow ed students and
the instructor to nuitke concrete Hnks to key points from the
assigned readings on caretaking (Erickson and Strommer
1o91).

By assigning cooperative learning tasks, faculty influence
the student culture by asking students 1o work together afier
class (Goodscll, Maher, and Tinto 1992). For example, learn-
ing communitices are attempts (o restracture curricalum by
linking courses around a common theme and enrolling stu-
dents as aself-contained cohort group. In addition 1o tking
classes wgether they are encouraged to connect explicidy
wleas and disaplines. such learnmg communmities create a
sense of group identity. cohesion. purpose, self-esteem,
sensitivity and respect for others, and improved communica-
non and writing skills. 1n addition, increases in persistence
and achicvementire inked with paricipation in learning
communities (MacGregor 1993, Tinto 1994 Tinto, Russo,
and Kadel 1vop

Requiring students o work together in groups that meet
outside the diassroom also helps create a psychologicad
sense of community by intertwining out-of-class activities
with an acadenue course and can contribute to feelings off
suppost wmonyg paricipants, This support. in wrn, alfows
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faculty and staff o engage the patticipants in more challeng-
ing weademic work and to set clear expectations for how
students are 1o spend their time owside the classroom. Ina
study on the experiences of community college students,
Okun. sandler, and Baumann (1983) found that teachers
involvement with positive school events boosted the positise
feelings associated with that event and increased students’
satisfaction with the collegiate experience. Data from the
Harvard Assessmient Seminars suggest that students in study
groups do better academically and are more engaged than
students working cither alone or in large groups (Light

1992) Such groups, when formed with diverse group menm-
bers, may help reduce abenation for students of color and
also enhance human understanding (Smiith 1990)

In addinon to using technology and indnidually paced
learrang. Faculty might consider revising class assignments so
that thty are more retevant to students” lives and their fearn-
ing goals while at the same nme ensuring appropriate cover-
age of material and inteliccual inteBrity. Instead of
suggesting tong erm papers, which encourage plagiansm
and support those who operate term paper companies. alier-
native methads of hibrary research can be developed (Farber
in Enckson and Strommer 1991,

Encouraging students to work together and to apply their
Jearning bevond the elassroom s not ontv beneficial for
students CMcKeadhie el 19800, but it also pays oft lor
taculty Gohnson, Johnson, and Smith 199 D). Learning pro-
ductivity inereases smcee academic work is structued to
extend hevond the classroom. Inaddition. cooperatise
learnmg tends o indcase the beneficial refationships that
form among Lculty from various departiments, aeross
schools, and between academic and support divisions. By
working with student affairs staff, for example. fuculty can
extend their ability 1o shape the learing environment well
beyvond the clissroom (g, faculy in residence programs,
integriting volunteer service with classroom activities)
Organizational harrers start to break dow n. resulting in an
institutional environmment better able to meet the fearning
needs of students

Class atendance requirements and policies warrant
review  As mentioned carlier. when students do pot go to
asa. on think that gomg 1o class s not anpeortant. this has o
negatne Cltect on the out-of-chiss environment an that stu
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dents have oo much free time on their hands. Moreover. the
institution makes a statement abowt the relative importance
of learning when it does not make it clear to students that
cluss work is a high priority. At the same time, something
must oceur in class that makes it worth the student’s time o
participate, The use of adtive learning techniques and.
cqually important, connecting material covered in a course
to hife outside the classroom. is key.

Most important, taculty must chaltenge the norms that
discourage meaningtul contact between faculty and students
beyond the classtoom (Kuh 1991h). At many institutions,
students and faculty seem o have struck an implicit bargain
that says. in effect. “you leave me alone and T will leave you
alone.” For faculty. this “disengagement compact”™ has been
encouraged by reward systems that favor research over
teaching, by the increasing size of institutions, and by the
status atinment phenomenon whereby eaching institutions
atempt to become more like rescarch universities (Kuh et
al. 1991). The student side of the bargain is motivated by the
fact that, tor oo many students, a meaningtul college experi-
ence does not include development of the intellect or inter-
action with Frculty. To be suceesstul in this effort, taculty
must become tamiliar with ways of encouraging students
inteHectually to examine their thinking and their relation-
ships between thinking, fecling, and the practical competen-
cies that must be integrated to develop the whole student.
As Baxter Magolda (1992b) observed:

{ il stiudents feel that what they think bas sonme vedidity,
it is improssible for them to view themselves as capable of
constricting knowledge. ... Speaking in their own roice
throwgh class incoleement. evaluation techuigues. leader-
shipy apportunitios. and peer interactions helped students
come (o see themselves as sources of knowledge (p. 376).

When talking with students, faculty should emphasize
intellectual matters and course material. While some relaxed
conversation may be necessary 1o develop rapport and trust,
student learning seems to be enhanced when facults. mem-
bers engage students intellectually and relate their in- and
out-ol-class experiences to the mission and educational pur-
poses of the institution o to students” educationat and oca-
vonal goals. “Swdents will be more likehy to learn to think




reflectively when this insutational goal is communicated in
many institetional contexts, with multiple opportunities in
both curricular and cocurricular settings to learn and prac-
tice thinking skills™ (King and Kitchener 1994, p. 240),

The climate of the academic department is important
(Feldman and Newcomb 1999: Jacobs 19801, especially for
students at metropolitan institutions and community colleges
whose primary contact with the institution is the classroom
(Kuh, Vesper. and Krehbiel 199-0). The major department
represents an important social and intellectual subenviron-
ment for the student when it encourages frequent contacts
among peers with similar academic and career interests
(Pascarelle and Terenzini 199D

Other suggestions tor taculty indlude:

L. Designing methods to evaluate students” ability to inte-
prate in-class and out-ol-dlass experiences:
Making certain that studenis clearly understand what is
expected of them with regard to using mstitutional
resourcees for learning ey the hibrary, academic assis-
tance center), the most effective ways o study, and
expectations for the amount of time required for cach
class; and

L oStructuring assignments so that students must reflect on
their out-of-class experiences, such as asking students 1o
keep a tearning log™ of how class material is relesant
then lives beyond the classroom.,

Student affairs administrators

Many believe that student affairs stafl play a key role in
promoting student involvement in educationally purposetul
actvities beyond the classroom cAmerician College Personnel
Association 199 Love 1995).

1he increasing size of institutions andd changing expecte
tons for faculty suggest thet stident affairs staff on many
campuses mdy ey an increasiighy prominent role. ..
Indecd. it some large instititions, student affeain staft
hare hecome the de facto caretabers of the undergracducte
experienice. AMong with a few other highly risible admins-
tretors andd a shrinking monher of stident-contered facul-
0 members, stident dffeirs stafl model bow stidents
showdd Danedle obiigations, opportinities, and responsibili-
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ties in eon acddemic communnity, Student affeins staff are
more likely than facuity members to be present duving the
mienizy “teachable” monients that occrr out of the cleiss-
roonmt and are i a better position to enconrage stidents (o
take advantage of such moments (Kah et all 1991, po 351).

As mentioned carlicrn, student atfairs staff influence that
fraction of undergraduates who actively participate in the
formal, institutionaily sponsored extracurriculum, such as
student governmient and residence hall programs. However,
fewer students today are involved in those activities.

The key sk is for student affuirs in pariership with the
faculty to couple more tighthy the connections between the
curriculum and out-of-class life, This means that student
affidirs staft must understand their institution’s mission and
cducational purposes and how the curriculum 1s organized
10 address these educational purposes. In addition. they
must be able 1o describe how out-of-class environments and
events complement the institutional mission and the learning
goals of students. Student affairs staff must also be able 1o
explain to faculty and others (students, parents) how life
beyond the classroom can help facuby attain their instrue-
tional objectives and the institution’s purposes. This means
that student affuirs must collect current data about students
(e.g., characteristics, attitudes, needs, and activities) includ-
ing the ways in which students spend their out-of-class time
and share this information with the president. governing
board, fuculy, academic administrators. and the students
themselves.

For this reason, student affairs stafl” must be knowledgee-
able about outcomes assessment, and should collaborate

with assessment specialists and other agents to design ways
for incorporating out-of-class experiences into comprehen-
sive strategies to determine the impact of college. For exam-
ple. studies that atempt o link various out-of-class

experiences (e.g. voluntansn,, student government, on-
campus job) with specific outcomes would be usetul to
decrediting agencies tor accountability: purposes. and 1o
institutional decision makers for program improvement pur-
l)”\L'\

As illustrated earlier in the review of the literature, fearn-
ing occurs in many ditferent settings, both on and off the
campus (eg residential units ibrary, the university center,




Classrooms, faculty offices, place of emplovment). To a sub-
stantial degree, the student cueure determines what and
how much students learn. Student affairs professionals have
the most contact with students and should be knowledge-
able about the various student subceultares and their influ-
ence on the institution’s climates for learning. Stadent attairs
professionals must use this knowledge to rethink the ratio-
nale and design of programs and services and o suggest
ways they can more effectdvely document the impact of their
¢ttorts and the curriculum on students. This will recquire that
student attairs staft” examine their assumptions, eapectations,
goals, and philosophies with an eye tovward expanding their
portfolio of challenges and responsibilities o include high
levels of student learning and academic achievement as well
as pcl'son;ll LlC\'Cl()pmcnl. Just as faculty set clear expecti-
tions with respect to student effort and performance in class
s0, too. should student aftairs sttt set expectations for stu-
dentmvolvement and standards outside of class,

Studdent aftaies staff must clarity what the institution vatues
and translate the values into behavioral terms for life outside
the classroom. For example, suppose an institution savs tand
really means) that its students: GO must prepare for every
Class: (b) complete assignments in a timely fashion: and (O
participate fully in classroom activities (National Association
of Student Personned Administrators 1993). What is the role
of student affairs m helping stadents meet these expecta-
tons? What can student atfares do in collaboration with tac-
ulty to encourage. cajole, and challenge students to devote
the necessary time and energy to these tasks. acquire the
skills they need o succeed academically. and help their
peers to obiain resources (e, lbrary: materialsy?

To maximize the benefits of life outside the clissroom,
student atlaies professtonals must use effective weachir
approaches in therr interactions with students and monitor
who gets involved in what type of activities to be certain
some students are not systematically excluded. Thus, student
affairs professionals must be prepared to work with students
from a variety of backgrounds. Personnel must be grounded
in theory and research that offer insight into student learning
and personal development and the influence of the environ-
ment on student perdformance and satisfaction. They must
churily expectations for students consistent with this knowl-
edge hase and organmize activities so that students reflea on
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their experiences in thoughtful waye to attain the desired
outcomes. [n addition, they should employ active learning
strategies, periodically assess the impact of therr etforts on
student performance. and offer timely feedback o students
about their behavior under various dircumstances.

Student attaire statl could promote more knowledge
application by asking students on a regular basis to apply
what they are tearning in class to life outside the classroom.
Consider the residence hall director who routinely invites
students during casual conversation 1o share the three or
tour most important things they learned that week, or the
student activities adviser who challenges student leaders 1o
apply material from their political science, psychology. and
communications classes to the work of their organizations.
Such encounters teach students how to evaluate the reason-
ing they see and hear inciuding their own, Students who
take part in campus decision-making groups or program-
ming boards should be challenged to reflect on the quality
of their own judgments. Student government is another
important yvenue through which students learn the skills
necessary tor effective citizenship. In order to make student
government especially meaningtull student attairs staft
should encourage student leaders to make connections
hetween their government experiences and academic
work. broader institutional and societal issues, and personal
needs.

Student aftairs staft at residential cumpuses nmuy employ a
number of techniques o create rich, engaging out-of-class
environments focused on learning. Of course, living in a
residence hall does not necessarily ensure that students will
benefit in the desired ways. This is because residential envi-
ronments can be either “isolating or stimulating and can
promote academic achievement or rowdy escapism, depend-
ing on who the residents are and whether they partake of
the growth opportunities around them™ (Chickering and
Reisser 1993, p. 400). To enhance their impact, residence

halls should be organized o create a focused study environ-
ment (e.g., designated quiet floors, using academic witors,
grouping students by academic major. and designing living-
learning centers) (Pascarella, Terenzing, and Blimling 199-4),
Housing arrangemonts maty be structured © encourage stu-
dents to engage with others whao share common academic

mterests and majors, a0 passion for service aetivities, or con-

101




mon vocational interests. Small student groupings structured
around common academic, service, and work interests help
to break down student isolation and anonymity, and
increase the likelihood of significant engagement in academ-
i work that leads o gains in student learning.

Other ways 1o increase the chances that living in campus
residences will have the desired impact include assigning
roomnuates intentionally: using regulations, policies, and hall
management proceddures o foster development (e.g.. com-
munity living contracts): remodeling or building new units
that allow maximum parsticipation and interaction: personal-
izing living spaces; and incoporating activities and experi-
ences that are directly linked to academic experiences (e.g.
fuculty fellows programs, poetry readings. recitals)
(Chickering and Reisser 1993; Kuh et al. 1991; Schroeder,
Mable, and Associates 1994),

Creating human scale settings, irrcspective of institutional
size or physical harriers (e.g.. lack of facilities that allow
people to come together), is an important condition in
which student affairs professionals have a significant influ-
ence. Large institutions and commuter institutions have a
number of challenges i this regard.

Smualler communitic s of students form more casily for
students living in residence halls. Commuuter students also
need to be given ine opportunity 1o naturally become a part
of smull groups of students. Involvement in iearning coni-
munitics. or enrolling students as cohort groups in courses
centered around a common theme, is one way 1o create an
on-going, snill-group ¢nvironment for commuters
(Chickering and Reisser 1993). In addition, institutional poli-
cies. practices, and expectations that encourage meaningful
involvement (for example. required participation in service-
learning activities. faculty requirements for small group dis-
cussions outside of cluss), clearly communicate that the
institution values strong student interaction, irrespective of
the lack of residence ha'ls,

For older. part-time. commuter students, and those who
may aave family members to care for, student attairs aff
can encourage studenis to become more engaged in their
learning outside the dlass by fashioning programs and activi-
ties that recognize the multiple commitments of these stu-
dents and include theit signilicant others and fanuly
members in learning opportunities This may be
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accomplished through designated events that offer child
care. and developing an environment that is welcoming to
students and their loved ones. Specific ideas include arrang-
ing weekend fearning programs (for example. “How 1o
Paint.” sSsaence-Made-Funy geared for stadents” children,
While children are engaged in these weekend activities
student-parents can use the library, meet with academic
advisers and counsetors, or work with other students in
study groups. Similar programs can be arranged to accom-
modate the schedules of spouses and sigmficant others.

For traditional-age studaents, programs can be geared
toward orienung parents to the institutional expectations for
student involvement in the out-of-class environment. These
programs would emphasize the rich potential of the out-of-

cliss environment. provide purents with suggested questions
with which to engage students in discussions about their

“urning through out-of-cluss experiences, and suggest possi-
ble out-of-class activities that seem to be particulurly benci-

cral (e study abroad programs, peer helper programs),

At comnuiter institutions opportunities tor students to
mterict with one another outside classes are not plentiful for
most students. Thus. student atfairs staff must promote the
establishment of gathering spaces for students, and support
activities and programs to help students feel a part of the
institutional community. Student unions and other gathering
places are crucial to encourage commuter students to inter-
act with Faculty and peers. In addition. commuter instituations
must cearly communicate to students the expectation that
involvement in all aspects of the institutional environment is
valued. encouraged. and supported.

Another approach for encouraging students at commuter
institutions to get involved in institutional governance and
other educatiorally purposctul activities is to designate a
pertod of ume teg, T ani-noon) one or two days @ week
during which clusses are not scheduled. During this time,
students can meet with study groups, engage ininstitutional
and community senice activities, and take advantage of
other learning opportunities. Reserving this period to do the
work of the institution may also encourage more faculty 1o
take part in institutional govermmee (Kuh et al 1991,

Fven though small, residential campuses have some dis-
unct advantages for creating human-scale environments
te, size, community-hutlding traditions), they, too, have




their challenges. The environment may be too
homogencous, stitling, or alienating for sonie students, so
these institutions must also be intentional about the types of
enviromments which they create. Student affairs staff should
be sensitive to the need to balance small, supportive envi-
ronments with academically challenging and culturally
diverse environments. To help promote an awsreness of
differences and multiple perspectives student affairs staft
could sponsor celebrauors around destgnated awareness
months (c.g.. Nationah Black tlistory Month. National
Women's History Moath), and actively support a diverse
student body This means that out-of-class opportunities
need o reflect ditferent viewpoints, should be inclusive of
difterent ethnic and racial groups. and should he designed
10 encourage optimum engagement, student ettort. and
growth. In addition. staff muast ensare that all student organi-
zations adhere o nonexclusionary or noaalienating member-
ship policies so that diverse thought and perspectives may
e shared, supported. or chaltenged.

A number of other student affairs-sponsored programs
and services can be used to encourage students to make the
most of their learning opportanities. First-year programs, for
example. can assist students in then transition to college Tn
stressing involvement, adherence to academie standards, and
the benelits of diverse environments. New students need to
Deaware that although being accepted by peers is impaor-
tant, it is equally important 1o establish a strong academic
toundation. Thus. enhancing academic skitls is critical in the
first vear of college and most institutions make available
various programs for this purpose te.g. study skitls courses,
cocurricular writng- and math-skills workshops).

The rescarch suggests that intellectaal development is—m
part—a function of the quality of peer relations (Perry 1981
Astin 1993h). Because peer group intluences are so strong,
students should be ashed to think about the people with
whom they spend time. The types of environments that
foster cooperative relationships must be identified. Students
should be encouraged to think and tatk about how their
friends spend ume (eg., cating in the student union, study-
ing in the library: participating in or attending theater, art,
music, or recreational activities). Do people in their altinity
group represent i wide range of views? How can students

be encouraged o expand their network ol peers (e join

The research
suggests that
intellectual
developmert
is—in part—a
Junction of the

quality of peer
relations.
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oricntation. residence hall, or peer advising staffs, participate
I mentoring programs and community service projects)?

In additicn to peers. students need o think about their
relations with ficulty and stalf members. Students should be
cucouraged o seck out taculty members in out-of-class set-
tings. to ask questions aboul topics discussed in clisses, o
volunteer to help on research project- or to ask faculty
members o become involved in a “faculty friends™ program
for residential or commuting students. Students who partici-
pate in out-of-class tormial leadership experiences can ask
faculty members 1o come talk with their student oraaniza-
tions or serve as an adviser tor an activity. These conversa-
tions need not be limited 1o the opics faculty wach.
However. such interactions are more likely 1o have a posi-
tive effect on learnmg it they tocus on intellectual matiers or
vocational interests as contrasted with soctal pleasantries
exclusively,

Counsclors and advisers could devote some time with
every student client to reflect on educational and life goals.
Programs for specific populations (e.g.. first-generation stu-
dents. students with disabilities) otter support 1o those at
sreatest sk of dropping out. Itis particularly important 1o
direct specific attention o first-generation university students
and teach them how 1o take advantage of learning resources
te.g tibranes, academic skills center), as these students

often lack tacit knowledge about college and university fife.
AU some msttutions it may be appropriate tha students

be required to participate in certain activities. For example,

at a college with a strong social service ethos (e.g.. Berea,

Carlham), requiring students 1o engage in i designated nums-
ber of activities with a service component is consistent with
the educational nussion. Such experiences can be particular-
Iy meaningful it students reflect with peers or others ey,
student affairs statty about the value of these experiences, or
write abouat the experience in a “cormnerstone” course 10
demonstrate tulfillment of the requirement.

Other suggestions for student affarrs professionals
include:

1 Beconmung tamiliar with the institution's culture, mission,
philosophy history and tradivons and therr ifluence on
students” use of out-of-class time:




2. Using the instinntion’s mission and philosophy to west the

appropriateness and necessity of programs and services:

- Estabiishing strong communication links with academic
administrators, fuculty members. and student leaders: and

- Makig certain that an carly warning system is in place
and working for all students who fuce circimstances that
may jeopardize their academic success (Kuh and Schuh
1991 Kuh et al. 1991),

Students

Few undergraduate students are likely to read this book .
However. faculty . statf, parents, and others have numerous
occasions o advise undergraduates about how (o use their
out-of=class time responsibly. Indeed. student responsibibiy
is an essential ingredient for student development”™ (Davis
and Murrelt 1993Db. p. 3. In wking responsibality for thenr
own learning and personal development. how can students
use 1o educational advantage the human and physical
resources i college or university makes available?

All students. mcluding those who do not have the uxury
of choosing among a variety of mstitutions, must learn how
o use the resources of the institution that they are attend-
ing—and the amount of time and energy successtul students
invest in their studies and other activities. For students w ho
can choose from among 4 number of institutions tor under-
graduate study. the first way they exercise responsibility is
by selecting an institution that akes undergraduate educa-
tion seriousiv. How committed is the institution 1o the
undergraduate experience-—and how is this commitment
expressed in daily practices? Is the institttion committed to
the inclusion of i variety of people and ideas? Some of this
information can be gleuned from institutional publications
and college guide books (e.g., Barrow's, Peterson s Guiide).
Visiting the institution is the single best way to answer these
and other questions (Schuh . ad Kuh 19913,

One sign of whether an institution considers undergradu-
ate students to be important is how often and for what pur-
poses professors and students meet together informally
such s over i cup of cottee in the student union,
Admissions st and tour guides should inform prospective
students about the accessibility of faculty members and the
degree to which weaching is important o the faculty (Kuh
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10010 Although getting a job after graduation should not.
in most cases, be the dominant factor in deciding where to
go to college, the availuability of off-campus internships and
opportunitics to work and study at the same dme can be an
important part of one’s education (Schuh and Kuh 1991,
Prospective students also should have access o informa-
tion about other kinds of educational programs that extend
learning bevond the classroom and laboratory, such as guest
lectures and off-campus or study abroad programs. They
also should find out what is required to get involved in vari-
ous organizations and activities. AU some institutions, stu-
dents are expected to be responsible for their learning and
living activities, such as establishing quict hours in
residences and determining how their social funds should
be spent. At others, faculty and staft taike a more active role
m students” lives, Exen at the places where students are
expected to he responsible, there are senvices that students
can use when academic or personal coneerns become over-
whelming, Prospective students should know what types of
assistance are available, and how helpful currently enrolled
students consider these services (Schuly and Kubh 199D,
students new to college need o realize they have a limit-

ed amount of time 1o wke advantage of learning opportuni-
ties. In order to make informed decisions about how 1o

invest their time and energy, students should participate
actively in new student orientation programs (Schuh and
Kubh 1991, Students also should tully explore the housing
options at or near the institutions, including living-learning
alternatives (e.g.. academic theme houses) and consider
enrolling in an honors course or participating in a cultural-
exchange program (e, study abroad). These experiences
are linked to gains in a variety of important outcome areas
as reported carlier. Students secking emplovment should
first try to obtain work on campus that is related to their
academic or cocurricular interests.

Commuter students can enroll in courses focused on a
common theme that use cohort groups to foster continuing
contact among the same students in two or more classes,
Such experiences can provide many ol the same opportuni-
tiew as residential living-learning alternatives.

In order to increase involvement in the collegiate experi-
enee, students sometimes need o point out to facuity, staff,
and other students those policies and practices that are




imposing unnecessary limitations on their participation in
opportunities—and be willing to engage in processes that
may help alleviate such constraints, Is more atfordable child
care needed. or is child care needed during different time
periods than what is currently available? I spouses, partners,
or children of students are encouraged to participate, will
this increase students” participation in certain kinds of cocur-
ricular experiences? Are meetings of student organizations
held ar times in which a variety of students can participate?
Are students who raise such concerns invited to participate
in processes that might help broaden opportunities for
learming and personal development?

Other suggestions for students melude.

Enrolling in courses that employ active Tearning processes
hecause these activitios foster a wide variety of valuable
academic and social skills:

Discussing with others (faculty, student atfairs staff, peers)
vour cducational goals. academic progress, and how
cliassroom learning can be used in one’s e outside the
classroom and vice versa; and

Daeveloping a portfolio of sems showing the cocurriculiar
activities in which you have participated and the benefits
gamed from these actvitios.

Other agents

Many other people also influence students” out-of-class
learning experiences. These people include—but are not
limited to—family members, clerical and custodial sttt and
such external groups as accreditation agencies and employ-
ers, o name two. These groups direatly miluence student
learning and development ce.g.. family support. or lack of it
for obtaining the degree) or indirectly influence the institu-
tion’s educational environmient (e.g.. acereditation agencey
requirements for assessing student learning? Inany case,
the role and impact of these other agents is reaf and any
examination of the learning environment must account for
them.

The role of parents and family members, espedially for
traditional-age students, has been furly clear. Family mem-
bers hielp o provide the emotional and financial suppon

that enables individuals to expend energy on thei educa-
tion. Family members also can play a significat role in
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helping students understand the importance of their towil
cducational expericncee. For example., parents can talk o
their children about both in-class and out-of-class learning,
Parents can work with students to help identify a healthy
balance of learning experiences. In addition, they can help
o emphasize institutional expectations for academic work
and personal behavior. Simply having somebaody otk with
can be a significant. positive contribution to creating a sense
ol belonging tor some students.

The tearning and personal development benefits 1o be
realized by nontraditional students also are affected by their
familics. For many so-callea nontraditional students, spous-
es. children, and parents provide the emotional and moral
support necessary for them to persist in their studies.
Spouses. in particular, can assist nontraditional students in
making the transition from work, the military. or unemploy-
ment into the coltege environment by stressing the impor-
tance of becoming involved in all aspeas of the institutional
environment and. when appropriate, participating with their
student in some of these activities.

Accreditation agencies now require information from
institutions about student outcomes, understanding that the
role of life outside the classroom o these outcomes is espe-
cilly important. Even though many faculty. administrators,
and staft consider acerediting requirements to be a nuisance,
these agencies influence student learning through asking
institutions to concentrate less on activities and resourees,
and more on outcomes and impact (Banta and Associates
19931 Accrediting agencies now require instirutions to, at o
minmuny, show how programs and services contribute to
the accomphishment of the institutional mission, and to
develop ways in which to measure this impact (Ewell 1994,

Students cannot take full advantage of an institution’s
resources for fearning it they perceive the environment to be
unfriendly. unsiafe. or unclean. For this reason custodial and
clerical staff are also important in fostering learning and
personal development. In order 1o make the desired contri-
butions, staff must become knowledgeable about the bene-
fits of out-ol-class experiences for student learning, perhaps
througl statl development activities. Clerical and custodial
staff can also be encouraged to participate in out-of-class
experiences with students (such as building a Habitat for
Humanity house) and should feel free 1o engage students in




discussions on the impact of the experience. A caveat: stu-
dent learning and personal development are not maximized
when people do things for students (e.g.. completing paper-
work. making phone calls) that students can and must learn
to do for themselves.

The Key Tasks

The single most important thing that institutional agents can
do to enhance student learning is to get students to think
more often about what they are doing—in classes and other
areas of their lives—and to apply what they are learing to
both. This means student allairs staft, faculty. and others
must spend more time engaged with students, asking them
to interpret and think about what they are learning. and 1o
talk with peers and faculty about those experiences that are
most important to their learning.

Retlection, the eritcal hehavior, is not a natural act, espe-
cially for most first-year and sccond-year traditional-age
students. Faculty and student affairs staft can foster retlective
thinking by ~adupting their responses 1o students’ assump-
tions about knowledge™ (King and Kitchener 1994, pp. 232-
233). King and Kitchener provide examples of how student
affairs staff can seleat strategies that are consistent with stu-

dents who hold various sets of epistemic assumptions,

Learning is most productive when students are encouraged
to reflect on the lessons that come from real Hife experiences
when solving real problems (Strange 1992). “For younger
students without work experience, internships. cooperative
cducation, and community service programs can be richer
learning experiences than an equal amount of tme spent in
the chassroom™ (Cross 1993, p. 7). How can other types of
experiences that frequently oceur Hutside the classroom.,
both on and oft the campus, be used to help students inte-
grate and think about or reflect or what they are learning in
Class?

College life can be confusing for those who have not vet
developed the capacity to retlect on and integrine their
experiences, Ko Patricia Cross (1994), professor emeritus at
the University of Calitornia, Berkeley, expliined how stu-
dent affairs staff and faculty can help students make mean-
ing of their experience. She likened the university
experience to ajigsaw puzzle. Students go to chisses and
participate in various events and activitios, inside and out-
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side the classroom—daily, weekly, and throughout the aca-
demic year. These thousands of temporally independent
experiences are represented by puzzle picees. Too many
students finish college with a bag of unconnected puzezle
preces. not i coherent picture of their experience. This is
because. in part, they do not have the picture of the com-
pleted puzzle to compare against: that is they lack a visual
inmzge of what the college experience could or should look
fike—what they are ereating with all these puzzle picces.
Certainly. the undergraduate experience cannot and shouled
not loobk alike for all students. At the same time, however,
without someone encouraging students to {it the picces
together to create in their mind's eyve their own unique pic-
ture of what they would like university to be. too many
students do not create o coherent. meanmgtul picuuare for
themsehves.,

Need for Additional Research

There is more to discover about the contributions of out-of-
class experiences to student learning and personal develop-
ment. Unless the mutually shaping. interactive effeats of
classroom and out-of-class activities are tiken into account,
“the magnitudes of those effects will be underestimated and

the relative importance of various general or specific aspects
of the college experience will renain undlear Clerenzini,
Springer, Pascarella. and Nora 1995, p. 1) Key questions (o
address in future research include:

- What e the mstitutional conditions that encourage stu-
dents o use out-ol-class time in more educationally pur-
posciul ways?

How are the leaming and personal development
outcomes related to these conditions?

How can institutions marshall their existing resources,
including technology, to produce more learning by
undergraduates?

How can we assess gains in student learning refated o
the out-of-class experience?

What can academic administrators, taculty . student altairs
stalt, students, and others do together o create the condi-
tions that promote learning outside the classroom, includ-
ing those bevond the campus, and connect their learning
1o the institution’s academic goals?




A series ol studies could be helpful of how students
adapt their environments for social and academic purposes,
Are enough arcas of intellectual retreat suitable for reflection
and salf group interaction available at the institution in
addition to lbraries and residence hall rooms? Can cafeterias
and other cating spaces be adapted when not in use tor
other purposes tor discussions with students and faculty? Are
enough niches and spedial gathering places avaitable for
students and faculty 1o come together? Can more be created?
How much institutional space should be allocated for socnal
and recreational purposes? And what is the balance of
adaptable space in terms of its use for activities tut comple-
ment the acadenne mission ot the institution?

More research is necded on how to harness peer intha-
ence to further the educational aims of the institution. such
as nurturing student cultares that foster a high level of st
dentimvobh ement in educationally purposetul activities (Kuh.
In press). The teaching and learning context of the mstita
tion also needs to be evaluated when deciding where to
focus effort to create developmentatly powertul subenviron-
ments, such as academie departments that draw students i
with their own cthos of learning. theme-oriented residence
halls, and ~o torth. At the same tme. mstitutions are not
monolithic organizations with a single uniform set of envi-
ronmental stimuli impinging equally on all members

Instead. mar subcuttures exist on a coltege campus. They
differentially atfect people and their influence needs to he
takeen into account.
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CONCLUSION

Institutional efforts must be directed to creating environ-
ments in which students will concentrate on their studices as
well as colluborate with cach other and faculty. The condi-
tions that promote student learning outside the classroom
cannot be created by any one individual—president, aca-
demic or student life dean, or governing board member.
However, by working together, by linking programs and
activities across the academic and out-of-class dimensions of
campus life, and removing obstacles to students” pursuit of
their academic and personal godlds, an institution can
enhance student learning, especially when its faculty, staft.
and administrators know the conditions under which learn-
ing best oceurs and work together to ereate those condi-
tions.

Students change as whole, integrated persons during
college as they engage in hoth academic and nonacademic
activities in and outside the classroom (Pascarella and
Terenzini 1991). Breadih of experiences in both intelectual
and sodial activities is important to learning (Pace 1990,
particularly when the academic, interpersonal, and out-of-
class experiences are mutually supporting. In other words, it
is a4 student's wotal level of engagement in various learning

activities that is most important. Limiting involvement to any
one portion ol the collegiate experience, theretore, appears
to reduce the amnount and type of change a student might
experience. The implications for policy and practice were
summarized by Pascarclla and Terenzini (1991):

Lducciional impact is enhanced when policy and pro-
greoms “are broadly conceived and diverse. .. Campis-
wicle, single prrpose prograoms rarely here the desired
impact. Institutions are more productive when all their
activitios are competible with ibe institutions's education -
al purposes™t ), 053),

Faculty members signal the end of clisses using various
phrasces: “class dismissed,” “see you next week.” or “that’s all
for today.” Occasionally nothing is said. Although what is
said (or not said) at the close of class varies, all-too-often the
sentiment is the same. Faculty and students go their separate
witys with students getting the message that their leamning is
suspended, ofl duty as it were, af teast until the next sched-
uled 55-minute cliass mecting.
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To enhance institutional productivity and greater levels of
student learning and personal development. colleges and
universities need o create an cthos that carries the message
that inherent in every setting is the potential for learning—
the biology lab, library. acidemic advisers’ office, residence
hall lounge, pluce of employment, student union, communi-
v service, and playing fields. The key sk for all institu-
tons—Ilarge or small, public or private. commuter or
residential—is to motivate students to see college as a seam-
less web of learning opportunities, @ time when “school is
always in session and life challenges us to excel at being
both enthusiastic student and inspired teacher” (Brown 1992,
np). Institutions most likely to succeed in transcending the
artificial boundaries between in-class and out-of-class expe-
riences are those that value all their students. provide ample
opportunitics for them to participate in educationally-pur-
poseful activities outside the classroom, and continuousty
ask students to reflect on how they are spending their tme
and how what they are learning in class can be used in out-

of-class settings and vice versa,
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