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Executive Summary

To ensure students at the College of St. Benedttst. John’s University (CSB/SJU)
experience a rigorous and integrative general dgucaurriculum, the Joint Faculty Senate
(JFS) created the Common Curriculum Visioning Cotteri(CCVC) and tasked it to provide
direction and strategy for potentially implementoiganges to the Common Curriculum. The
task force spent over two years reading the ndtgxteolarship on general education reform and
listening to participants at community forums andrieetings with departments and programs.
The task force also sent a team to the 2015 Adsaciaf American Colleges & Universities
(AAC&U) Summer Institute on General Education arekdssment.

As a result of this work, CCVC produced this repuat#tich is divided into three main parBart
A describes the context for reform of general edacait CSB/SJU, summarizes the feedback
from the campus community to date, suggests “psopaaciples” to guide campus
conversations, makes the case for reform of ther@@mCurriculum, and identifies the
opportunities and imperatives for chanBart Bbegins with a discussion, based on the
conversations CCVC has had with faculty, of a visstatement and revised learning outcomes
for general education at CSB/SJU, presents théotviand design principles” that will guide the
design of a new curriculum, and describes how atherpuses have adapted the AAC&U'’s
“Essential Learning Outcomes” to their own situatid®art Cof the report proposes a new
charge for the committee, offers a plan with a tingethat includes checkpoints, and identifies
the characteristics of successful general educatiograms.

The CSB/SJU 2020 Strategic Plan calls for the &ibarts experience at our colleges to be
“characterized by an innovative and integrativeiculum that provides our students with the
knowledge, skills, experiences and values to ntezt professional and personal goals and
shape their civic identity.” Specifically, the st&gic plan establishes a goal to develop a revised
general education curriculum that gutposeful, sequential, integrative, and cumulatiewss

four years. The new Common Curriculum will moreeimionally link departmental and general
education.” CCVC's report provides a roadmap toegeheducation reform at CSB/SJU. If the
process recommendations and timeline proposedidyeport are followed, a revised general
education curriculum will be in place by 2020.

It is important to emphasize that this report erasrigom a faculty-driven, grassroots effort to
revise the Common Curriculum. While the CCVC coteiwith the Academic Dean and the
Director of the Common Curriculum, and had conversa with departments and offices
affected by the general education program, thientegaswritten exclusively by faculty at the
request of faculty governance and in responsedolfi{aconcernsThis is in contrast to the last
time the general education requirements were réyiae2006-07, in response to an
administrative mandate to shrink the Core.

A Paradigm Shift
We propose to move from a cafeteria-style genaehatation distribution system that emphasizes

the “collection of courses,” to an integrated, msgful, and reflective general education
program that places emphasis on “making connectitmplementing this vision for general



education will require a significant paradigm slmifthe way we design and deliver the Common
Curriculum. This paradigm shift has at least fiviéedent features:

First, it implies a shift away from an emphasisconrse content to a paradigm that also stresses
student learning and the fulfillment of essentarhing outcomes. While course content will

still be important, this report assumes a shiftrfravhat is taught” to a pedagogy that also
includes emphasis on “what is learned” (Gaston 2018).

Second, the report envisions moving from a gerestatation program where learning goals are
delivered in separate, individual courses to a a@gwhere courses are scaffolded in a
developmentally appropriate sequence, assuringsthdéents encounter, practice and refine key
proficiencies and capabilities in multiple settiraggl in progressively challenging ways.

Third, it suggests rejecting the assumption thatgiéneral education program and the major are
separate programs. The paradigm assumed in thost epphasizes the integration of the
general education program and the major. Studéotslé not perceive general education as
something to “get out of the way,” but rather deundation of liberal learning that is reinforced
by work in a specific discipline.

Fourth, this report assumes the need for a shifierway faculty and departments perceive
themselves in relation to other colleagues andplises. Instead of working in isolation from
other departments and in possible competition wiitier colleagues, this report envisions faculty
working collaboratively to create thematic courkesters that allow students to address
significant problems from a variety of interdisaijary perspectives.

Finally, this report assumes that a variety of casngnd external audiences have a stake in a
rigorous, integrative, and coherent program of gareducation at CSB/SJU. In particular, this
report rejects the assumption that the curricutar @-curricular should be viewed as separate
entities with unrelated missions and functions. M/Faculty retain the sole authority to revise
the undergraduate curriculum, it must do so in eosation with other key campus stakeholders.

Based on conversations that have occurred in ptdrliens and with individual departments and
programs over the past two years, as well as adgbrreview of the scholarship on general
education reform, we find broad and enthusiastupett for the philosophical and practical
transformation of the Common Curriculum advocatethis report. In fact, the features of the
new paradigm were developed in large part by tmwvesations we have had with faculty over
the last two years. As these conversations contiwaeecommend that participants adopt a
“stewardship posture” which places the needs ofstudtents first, so that we can design a
general education curriculum that prepares graduatehe expectations of work, life, and
citizenship in the ZLCentury.

Context and Conversations
The CSB/SJU Joint Faculty Assembly approved thepmrants of the Common Curriculum in

separate votes throughout the 2006-2007 acaderaic &dew years later, an Academic Affairs
Steering Committee began a program review of timeige education program, which included a



site visit by a three-person team from the WabaslleGe Center of Inquiry for the Liberal Arts,
a leading research center on liberal arts educatifiar dozens of interviews, the team
discovered broad dissatisfaction among faculty Wwatv the Common Curriculum was created
and a lack of broad faculty ownership of the gelnedacation program.

After it read the Wabash report and began its mewatthe national literature on general
education reform, CCVC realized that a clparcessneeded to be establishedor to the
discussion of curricular models or program cont@&strel L. Rhodes, who taught in the Political
Science department at CSB/SJU early in his caaeelrwho now is a nationally recognized
expert on general education, stresses this polatRhnocess Approach to General Education
Reform “Too often the response to a catalyst for changgeneral education is to begin by
formulating a solution, a new curriculum. By minzmg the importance of process in change,
the outcomes are much less likely to be accepteaidy or meet the perceived needs that
prompted the calls for change in the first place .cuUsing on structure or curricular content at
the outset and ignoring the processes of changéhancllture of the campus clearly reduces the
probability for success in revamping general edanai2010, pp. 255-56). Following Rhodes’s
advice, this report does not propose a new cutmuhodel, but rather recommends an inclusive
process, supported by guiding principles basedesh fractices, which provides a roadmap for
revision of the general education requirements.

After its review of the general education scholgrs@CVC developed and adhered to the
following process recommendations as it began askw

Process Principle #1: Focus on Student Learning

Process Principle #2: Form a Task Force

Process Principle #3: Support Proposals with Rekear

Process Principle #4: Establish Process beforeuBssieg Content

Process Principle #5: Establish a Timeline

Process Principle #6: Devote Resources to the Work

Process Principle #7: Encourage Open Communication

Process Principle #8: Engage a Variety of Audiences

Process Principle #9: Discuss Vision and Learningc@mes Prior to Design

During the 2014-2015 academic year, CCVC met wifa@ademic departments and several
other programs and constituencies, including CSB&iJ students. Based on these
conversations, there was broad agreement on windgrgis needed to learn. For example, in
discussions held at the 2014 Fall Faculty Workslpapticipants said they wanted students to be
flexible, adaptable, innovative, and creative. Fgddentified several skills students needed to
possess, including critical thinking, communicatiand collaborative, team, and leadership
skills. Faculty also wanted graduates to be knogédetble, tolerant, and engaged public citizens,
with the ability to render moral and ethical demis based on Benedictine values.

The conversations with faculty, staff, and studesestified several strengths of the current
Common Curriculum, including its reliance on whag AAC&U refers to as “high impact
practices” (HIPs)These include first year seminars and experienegsng intensive courses,
collaborative assignments and projects, undergtadesaearch, diversity and global learning,



and service and community based learning. (Intexgagt faculty also expressed strong desire
for “common intellectual experiences” and “learnogmnmunities,” two of the high-impact
practices recommended by AAC&U that are not featimehe Common Curriculum.)

However, despite these strengths in the currergrgéeducation curriculum, members of the
campus community expressed a clear desire for ehlapgdentifying several areas for
improvement. Echoing the concerns raised in theasaloeport, participants noted the lack of
broad ownership of the Common Curriculum, the daesiariation in the quality of the

Common Curriculum experience, distribution requiests that encourage students and their
advisors to “check boxes,” the lack of an overalon for the program, learning goals that are
sometimes difficult to assess, lack of integrabetween the general education program and the
majors, a dearth of opportunities for interdisciplly cooperation, and a program that lacks
coherence or intentionality. And while there wabstantial praise for the leadership of Dr. Ken
Jones, the Director of the Common Curriculum, pgoéints noted the Common Curriculum is in
a period of transition and risks lack of instituta and administrative direction and coordination.

Making It Happen: Designing a New General Educatitanriculum

Among the first steps recommended in this repdtiesapproval of a general education vision
statement followed by the revision of the learngogls and outcomes for the general education
program. In our early meetings, we heard over argl again about the faculty’s disappointment
with the lack of a unifying philosophy or visiorathprovides the foundation for the Common
Curriculum. We do not want to repeat that mist&teong programs express a clear vision for
general education, and the discussion of learnirigomes prior to the design of a curriculum
helps to unify participants around common goalspas of a larger initiative known as Liberal
Education and America’s Promise (LEAP), AAC&U havdioped a set of “Essential Learning
Outcomes” (ELOs) that can serve as the startingtgor campus conversations about learning
outcomes for the general education program. Sevelalges have adapted the ELOs to fit their
unique learning environments. During the acaderaar 2015-2016, CCVC plans to host
multiple public forums and workshops to evaluatscass, and modify the Essential Learning
Outcomes to reflect our distinct mission, cultued values. Based on these forthcoming
discussions, CCVC will revise the Common Curriculiearning outcomes and present them to
the Joint Faculty Senate for consideration.

Typically on many campuses, “general educationicuiar decision-making looks like this: a
charge is handed down by the provost, presiderdhancellor; a campus-wide committee is
selected; this committee is sequestered for thergdrt of an academic year; they come up with
a plan, present it to the faculty, suffer the siagd arrows of criticism and opposition, and the
plan comes up for a final vote” where it can bedied to failure from the outset” when the
majority of the faculty have not been includedhe tlecision-making process (Gano-Phillips and
Barnett 2010, p. 11). In contrast, CCVC proposaacdiude the campus community in all
aspects of the curriculum design process.

Once the faculty adopts revised general educatiaming outcomes, CCVC will invite
colleagues to submit “targeted suggestions” foricular reform, and also invite members of the
campus community to design and submit proposala fervised general education curriculum



(either as individuals or as teams). To assist thighdesign process, and to promote
understanding and discussion of the salient isswedved, CCVC will host workshops, training
sessions, reading groups, and other events. Catag@uns will have opportunities to present
drafts of their work to the larger community foeétlback and reflection. CCVC will shepherd
the reform process while faculty work collaboralw® design curriculum proposals. National
experts on general education reform, as well assge@m other institutions undertaking
curriculum revisions, supported this approach esithatically at the AAC&U 2015 Institute on
General Education & Assessment when CSB/SJU presdits action plan for feedback.

Campus teams will design general education cuaibaked on the following principles
developed by CCVC and supported by the literatargeneral education reform:

Design Principle #1: Make High-Impact Practicesg@seful and Integrative
Design Principle #2: Consider Alternatives to Dimition Model
Design Principle #3: Follow Learning Outcomes Emseédrby the JFS
Design Principle #4: Focus on “Connections.” Pdssiionnections include:
a) Make General Education Coherent by Scaffoldingr€es
b) Integrate General Education with the Majors
c) Establish “Interdisciplinary Concentrations”
d) Demonstrate Integrative Learning Through “SignatWork”
e) Improve Connections with Activities Outside Glam
Design Principle #5: Consider Equity in Curriculzesign
Design Principle #6: Establish an Assessment Plan
Design Principle #7: Re-Brand General EducatioG$B/SJU
Design Principle #8: Ensure Students Can Gradudteur Years

These design principles will help move us away febgeneral education program with a
collection of disconnected courses, to a coheragram with clear pathways to student success.

A revised Common Curriculum that is more purposetflective, integrative, and sequential
could have profound effects on CSB/SJU graduatad. ®aston sums up the benefitfhe

single most direct and effective approach to imprgthe educational experience for all

students is the redesign of general educatism platform for integrative, digitally rich,
proficiency-based, and question-centered learningrgled in the humanities, arts, sciences, and
social sciences. Rather than a buffet of surveysasuto be ‘gotten out of the way,’ general
education must become the integrative center ®ntbst important learning outcomes—from
the first year until the degree” (2015, p. 5, engipadded). We look forward to ongoing
conversations over the next two years as we mageigion a reality for students at CSB/SJU.
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Part A: The Context for Potential Reform of the Common
Curriculum

A.1 Introduction

Writing in the Winter/Spring 2015 issue laberal Education Carol Geary Schneider argues that
“general education has become, for many studemst@exing wasteland of disconnected
courses taken across the liberal arts and sciefgpially, almost all students are advised to get
these requirements ‘out of the way’ as soon asilpes®either the advisors giving such advice
nor the students receiving it hold any expectatiat students will actually use their broad
learning for any purpose other than to fulfill imstional requirements for the degree” (p. 13). In
the broader political, economic, and social contexére liberal arts colleges face enroliment
challenges amid mounting public discourse challegdne relevance of its curricula, with
“efficiency-mindedness and chronic cost-cuttingg tiorm, “requirements without apparent
purpose are poised to sound a death knell for disdtplinary college education—that is, for
liberal education” (Schneider, “The LEAP Challerig®)15, p. 13).

Even if one is not convinced the consequencesha&elire, there is a broad and emerging
consensus in the literature that reform of gensdakation is needed to better prepare students
for their lives of work, personal fulfillment, amitizenship in the ZLCentury. General

education refers to that part of the curriculumretidy all students, typically grounded in the
humanities, social sciences, natural sciencestranfine arts. At the College of St. Benedict and
St. John’s University (CSB/SJU), the general edoogtrogram is known as the Common
Curriculum, and it includes several “high impacagiices,” such as experiential learning, first-
year seminars and upper division ethics courseweier, it is not designed to move students in
a purposeful educational sequence; instead isegias of distribution requirements that students
(and sometimes advisors) feel they must “get othefvay.”

The Joint Faculty Senate (JFS) created the ComnuoncGlum Visioning Committee (CCVC)
and tasked it to provide direction and strategypiatentially implementing changes to the
Common Curriculum. As it began its work, CCVC digered that the national “battlefield of
undergraduate education” was “strewn with the skakeof well-meaning but unsuccessful
reformers who attempted to stem the tide of speai@bn in defense of general education”
(Newton 2000, p. 165). Undaunted, and encouragetimerous colleagues who voiced support
for revisions to the Common Curriculum, we sperdgrdwo years researching the national
scholarship on general education reform and engdginonversations with the campus
community (seé\ppendix Afor a list of CCVC Outreach Activities in 2014-Z)1and now
present the results of our research in this report.

While we find the Common Curriculum to have mamgstiths, we also believe this is an
important opportunity to create an updated andmdiste general education curriculum that
better meets the needs of our students and is atigreed with practices established in the
literature. In this report, we make our case ie¢hparts. IiPart A we describe the context for
review of the Common Curriculum, identify procesmgiples for general education reform,

11



summarize feedback from the community, explainstinengths of the Common Curriculum as
well as areas for improvement, and discuss the rppities and imperative for change.Rart

B, we begin with a discussion of a revised visi@ieshent for general education, describe the
principles to guide the design of a new curriculamg discuss the “Essential Learning
Outcomes” and how other colleges have revised giegrams. IrPart G we discuss the role of
faculty governance, propose a new charge for tsleftace, offer a timeline for general
education reform with key checkpoints, and desdtieecharacteristics of successful general
education programs.

A.2 How We Got Here: The Context for Review of the Common Curriculum
at CSB/SJU

In 1988, what were then separate faculties at tike@e of Saint Benedict (CSB) and Saint
John’s University (SJU) created a single curriculamstudents at both schools. This “Core
Curriculum” was a major step in the unificationamfademic affairs at CSB/SJU. It remained in
effect until 2006-07, when the Joint Faculty Assgmbplaced it with the present “Common
Curriculum.” (The JFA approved components of then@wn Curriculum in separate votes
throughout the 2006-2007 academic year, with chahgéhe First Year Seminar made in
September 2006 and the Gender requirement adoptieel last meeting of the academic year in
April 2007.)

The CSB/SJU Common Curriculum defines a set of iggeelucation requirements that every
student must satisfy for graduation. It combinagiofdistributionalrequirements with a set of
commoncourses and learning experiences. The commonegushich bookend the typical
student’s four years here, are the First Year Sanand the Ethics Common Seminar. (See
Appendix Bfor a list of current Common Curriculum requirenseh

In 2007-2008, an Academic Affairs Steering Comreiftatiated a process to completely revamp
disciplinary program review and assessment. Aditsiecycle of disciplinary program review
was completed, attention shifted to program rewvaéthe Common Curriculum.

In September 2011, a three-person team, led byl&hRlaich, the Director of Inquiries at the
Wabash College Center of Inquiry for the Liberatsi@a leading research center on liberal arts
education, visited campus and helped formulatgtiestions that would guide this program
review. The team met with dozens of people, ancejisrt is available on the CCVC public
Moodle site. Among the team’s conclusions:

1. There was broad dissatisfaction among faculty Watv the Common Curriculum was
created and a sense that there was a lack of fmoalty ownership of the Common
Curriculum;

2. Despite the name, the Common Curriculum is not comrStudents can move through
the general education requirements in multiple vaay this raises questions about the
possible variation in the quality of Common Curhicu experience;

3. Since the Joint Faculty Assembly adopted comporatitsee Common Curriculum in a
series of separate votes, general education at&J8Backs an overall vision;
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4. While the approval process for Common Curriculursigigations is rigorous, there is no
follow up to ensure that courses still deliver thiicomes, content, and pedagogy
required;

5. With so much of the Common Curriculum located istilbutive requirements in various
departments, students and their advisors have édoms “checking boxes.” The
requirements are not carefully orchestrated;

6. An assessment process should create interestingrayadjing findings so faculty are
more willing to participate in the process;

7. The Wabash team reminded us that CSB/SJU is teeofia mid-sized private university,
not a small, residential, liberal arts college édttoff, Wise, and Blaich, 2011).

Following this visit, the institutions, led by Ké&lones, continued to collect available evidence of
student learning, administer other nationally-nastnrestruments to evaluate student learning,
and compile significant amounts of data about htmdents satisfied the requirements of the
Common Curriculum and why they made the choiceg dn (Prior to the Wabash team visit,
CSB/SJU had well-developed assessment in FYS, amy areas such as Math, Theology,
Natural Science, Social Science, and the Languaagsstruments and were collecting data.)
Evidence of student learning in the Common Curdoutame from a number of different
sources, including the use of both homegrown assa#sinstruments and nationally norm-
referenced assessment instruments. The institutmliected evidence of student learning from
the beginning of the implementation of the new Canr@urriculum in 2007.

In the fall of 2013, the Joint Faculty Senate apfea an ad hoc task force on Common
Curriculum Program Review (CCPR), to review all #vailable information that had been
gathered on the Common Curriculum. The charge reads

The JFS charges the ad hoc committee on the Comawitulum Program Review to: (a)
review the Common Curriculum learning goals, (Hjc#tdfaculty concerns regarding the
Common Curriculum, (c) review the Common Curriculassessment data, (d) review the
Common Curriculum descriptive data, and (e) revieevdocument entitlieBummary of the
Common Curriculum Overview

In November 2013, the CCPR facilitated two Jointtg Assembly forums to discuss the
Common Curriculum. At the forums, faculty and staére invited to provide comments
regarding the current Common Curriculum and suggestfor change. A series of questions
were presented to those in attendance in ordeotode some structure to the discussion. The
forums were well attended and several themes emérge the discussions, including:

« The need for continued faculty discussion regartlegvalue of a liberal arts education
and the purpose of the CSB/SJU Common Curriculum.

« The recognition that the transition from the old€€urriculum to the current Common
Curriculum occurred without a discussion of thepmse of general education at
CSB/SJU. There was no discussion of what we wadiesits to know when they
graduate from these institutions.

« Students and advisors have the perception that Gon@uarriculum requirements need
to be “checked off.” Students do not understandotimpose of the requirements or how
the courses relate to each other.
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e The desire for a mission statement (or a visiorudwnt or framing document) for the
Common Curriculum that would provide context foe tiommon Curriculum and,
perhaps, facilitate faculty ownership of the Comn@anriculum.

e The Common Curriculum student learning goals amdijin, the curricular model should
be developed from, and be consistent with, the Com@urriculum mission statement
(or a vision document or framing document).

* There are currently relatively few common experemnacross Common Curriculum
courses, as suggested in the Wabash report. Segasains for the relatively few
common experiences were suggested in the discssmotuding the lack of a common
framework for the Common Curriculum, insufficieespurces, the independent nature of
CSB/SJU faculty members, and work avoidance ompénmeof CSB/SJU faculty
members.

« Any changes to the Common Curriculum would likedy& intended and unintended
consequences, including consequences impactingstiritions, departments, individual
faculty members, current students, and prospestivdents. These practical
considerations need to be a part of any discussigarding Common Curriculum reform.

After review and discussions with many faculty mensband other stakeholders, the CCPR
concluded: “At this point the recommendation ostbommittee is to begin fresh with a new
vision for what we want our students to be ablddaipon graduation. We choose not to dwell
on the fact that we might be abandoning the Com@uamiculum after just a short lifespan,
rather we choose to look at the current Commoni€@uum as an extension of the old Core
Curriculum (though with slightly shorter arms). GQunding is that there is little or no support for
the current model and that it is in the best irgeoé our students to begin with a fresh vision.
We suggest beginning with the questions of: 1) Wioaive want an educated Johnny and
Bennie to look like after graduation; 2) What is @ision for the Common Curriculum (is it to
be a truly “common” experience or is it to be astdbutive” model); 3) Do the missions of these
institutions support a liberal-arts based commonehat) What will our future students look
like and how can we best serve them?”

A.3 The Common Curriculum Visioning Committee (CCVC) and its Charge

Following the report of the CCPR, the Faculty Senmtssed a motion in spring 2014 creating
the Common Curriculum Visioning Committee (CCVC}aak force of faculty and students
charged to provide direction and strategy for ptddig implementing changes to the Common
Curriculum. As updated in the spring of 2015, tharge to the committee states:

The JFS authorizes the Common Curriculum Visior@ognmittee (CCVC) to continue
its work in providing direction and strategy forteotially implementing changes to the
Common Curriculum. This shall be done by:

1) Continuing the review of national scholarshipntls, and research on general
education to determine best practices for undeggoumriculum review;

2) Developing a concise description of the issegarding general education at
CSB/SJU that need to be addressed;
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3) Continuing conversations with academic departs)gmmograms, and other
stakeholders on general education reform;

4) Organizing forums for student feedback abour therception and experiences with
the Common Curriculum, as well as processing reiestata from senior exit surveys and
other student feedback mechanisms;

5) Developing a set of guiding principles to dirdure reform in general education at
CSB/SJU;

6) Presenting ideas for a vision of general edonait CSB/SJU to serve as a starting
point for deliberation in the JFS on this topic;

7) Developing a proposed process and timelinedosicleration of revisions to the
Common Curriculum at CSB/SJU;

8) Working with JFA leadership during spring 20Xsla&ummer 2016 for possible
inclusion of general education themes at the 2@G1bHaculty Workshop; and

9) Participating in the American Association of [eges & Universities (AAC&U) 2015
Institute on General Education and Assessmentne 2015.

The Common Curriculum Visioning Committee will veria draft report to be presented
at the American Association of Colleges & Univaesit(AAC&U) 2015 Institute on
General Education and Assessment in June 2018&Ja@w by institute staff. CCVC will
revise the report based on feedback received atuimener institute and present it to the
JFS during the fall semester 2015.

During the spring of 2015, CCVC submitted an a@tlan to attend the Association of

American Colleges & Universities (AAC&U) 2015 Summestitute on General Education and
Assessment. Through the JFA distribution list, flgconembers were invited to participate in

CCVC and as members of the team attending theutestiThe team attending the institute

consisted of five CCVC members: Dr. Terence Chwkchair of the CCVC, a professor of
Communication, and 2014-2015 chair of the JoinuRgSenate; Dr. Emily Esch, an associate

professor of Philosophy and Director of the Horférsgram; Dr. Barb May, an associate
professor of Biology and chair of the Faculty Hanolkb Committee; Dr. Anne Sinko, an

assistant professor of Mathematics and a membiedfaculty Senate; and Dr. Karen Erickson,

the Academic Dean at CSB/SJU.

Both our review of the scholarship on general etlooaeform and our experiences at the
AAC&U Summer Institute convince us of the importaraf agreeing to guiding principles

before attempting to revise the curriculum its€lie remaining sections &art Aabide by the
process principles suggested in the literatureehtifies process principles to guide the campus
conversation on general education reform, summettee results of campus conversations to
date, then presents vision and design principlegitde the development of suggestions and

models for reform.
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A.4 Process Principles Based on a Survey of the National Scholarship on
General Education Reform (The “How” of General Education Reform)

CCVC suggests the following principles to guide pinecess of general education reform:

Process Principle #1: Focus on Student Learning.

Reform efforts should focus on improving studesntnlieg. Participants in discussions on
general education reform should view themselvé'stasvards of the university/college” and
place the needs of students first.

It seems obvious that, above all, the interes&uafents are central to any general education
reform process. But we need to state this expfiaitid place it ahead of other process
considerations. In addition to reminding reformets/ they are doing this work, it helps to unify
participants around the single goal of doing whkdiest for students. As Nancy Mitchell and her
colleagues write, “Focusing on the overall goatlha&f students’ welfare helps unify the process”
(2010, p. 182).

Numerous case studies cited in the literature orige education reform attest to this important
principle. For example, at the University of MicamgFlint, reformers focused the campus
discussion on the “interests and needs of our atadeand as a result diffused “angst about
credit hour losses or gains and territoriality altbe curriculum. All faculty and administrators
had a stake in meeting ‘students’ needs’” (Gandhp$i2011, p. 74).

As we focus on students, we must remember thaestuwtemographics are changing. In the
environmental scan prepared for SD 2020, the C3B&dategic Directions Council
emphasized that the traditional-age college pojmuias changing: “As the population of color
grows, colleges and universities across the cowmthhave unprecedented opportunities to
enroll a more culturally diverse student body...A¢ game time, though, many of those new
students will come to campus under-prepared fdegellevel study” (Strategic Directions 2020
Environmental Scan, 2014, p. 12). The studentsesilny the curriculum we design for the
future are not the same as the students who edrall€SB/SJU when we created the Common
Curriculum (We address this point again in moraillat Part B.

Focusing on student learning directs attention tdvtlae outcomes we expect students to
achieve, and makes the subsequent design of teeaje@ducation curriculum more intentional.
Ann S. Ferren, writing in the edited collecti@eneral Education & Liberal Learningontends
that “when faculty members intentionally designrmuda around the needs of students” they
may “understand that a general education progradedlby desired outcomes...is preferable to
a program with broad distribution requirementstitnsons that adopt outcomes-directed
programs accept their rightful responsibility f@herence and integration rather than simply
assume that students will somehow draw togethedidparate elements of their educational
experience” (2010, pp. 26-27).

16



With reform of this magnitude, there is always plessibility that faculty who are “housed in
departments with strong vested interests” can ereatditional challenges to revitalizing the
general education curriculum” (Pittendrigh 200734). Such “preexisting conditions of secrecy
and suspicion across disciplines or academic uo#ér’thwart reform by preventing “honest and
meaningful conversations necessary to realize faignt progress” (Gano-Phillips 2011, pp. 66-
67). But a focus on student learning makes this liksly. Writing inThe Journal of General
Educationin 2011, Susan Gano-Phillips and her colleagugs teformers to adopt a
“stewardship posture” that places the needs of students above otheiderasons: “When
leaders adopt a stewardship posture, rather thtargas proponents of their own programs,
departments, or units, they transcend narrow vigviise institution, and the needs of the whole
campus relevant to the reform process become saii11, p. 67).

When the “stewardship” approach has been adoptetthat colleges, faculty have come together
to implement meaningful reforms. Writing in the WarSpring 2015 issue diberal Education
Jennifer Dugan provides the example of Hendrix €@l whose faculty “disagreed without
being disagreeable,” and “began with what theyadinld consensus on, and kept the process
student-centered. In the end, Hendrix did not tiniteransformed. Hendrix adhered to a historic
mission, even as it innovated” (p. 63). Given oen8dictine heritage, we believe the same
results can be achieved at CSB/SJU.

Process Principle #2: Form a Task Force.

A special committee or task force should be chawgéu the responsibility of guiding the

process of general education reform. This commstemild work within the existing faculty
governance structure, and the Joint Faculty Seshtrild endorse the process, principles, vision
and timeline.

So far, the Joint Faculty Senate has engagedsrb#st practice. It tasked CCVC to write this
report and conduct campus conversations on geeduailtion reform. The literature confirms
this is the best approach to take. Paul L. GastdnJarry G. Gaff write in their booRevising
General Education—And Avoiding the Pothpoles2009: “That curricular review should be
conducted by the standing curriculum committee sem reasonable. However, forming a
special task force might be a better route to tskeile a standing committee has its regular,
time-consuming business to accomplish, a task foacedevote all its energy to the single
purpose of reviewing or revising the curriculum? {i®).

While the Faculty Handbook gives the Common CuhacuCommittee the authority to

“oversee the ongoing development of the Commoni€lam” and “propose revisions in the
Common Curriculum to the Joint Faculty Senatedisb requires the committee to “review and
act on proposals for Common Curriculum designati¢iiaculty Handbook August 2015). This

is time-consuming work, leaving little opportunftr committee members to immerse
themselves in the literature on general educagform. In contrast, a special task force can
devote its time to managing the general educagtorm process. Gaston and Gaff go on to
argue that “a dedicated committee can work witk tistraction, take advantage of opportunities
for concentrated work such as that provided byAA€&U Institute on General Education, and
pursue a timeline more likely to bring results” @20 p. 10).
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Process Principle #3: Support Proposals with Research.

The process of general education reform and thsiptesredesign of the general education
curriculum should be supported with national schskap, best practices, and research on
general education.

As the conversation on general education reforntimoas on these campuses, it is critical that
advocates support their claims with research oem@¢reducation reform and pedagogy. In case
studies of general education reform documentetariterature, authors have warned against
assertions based on isolated personal experiemessories of programs in the distant past, or
positions motivated by self-interest and protectliegartmental turf. Writing in their influential
booklet,Revising General Education—And Avoiding the Po)@ethors Paul L. Gaston and
Jerry G. Gaff note that participants often “bedpait deliberations by having members share
their best ideas for improving general educatidnis Bpproach can pool a great deal of
ignorance and half-truths, and it frequently resiritpremature polarization of the group. By
contrast, other task forces have embarked on dathexploration of the topic and have
consciously cultivated a spirit of inquiry so tleaich person learns to expand, refine, and alter
his or her initial ideas. These task forces readitarature...” (2009, p. 19).

To determine national trends regarding general aitut reform, CCVC members reviewed
prominent texts such as AAC&UGBollege Learning for the New Global CentanydGreater
Expectationseports, Paul L. Gaston and Jerry G. Ga®é&vising General Education—And
Avoiding the PotholesGaston’s edited collectiocBeneral Education & Liberal Learning
Andrea Leskes and Ross Mille@General Education: A Self-Study Guide for Review &
AssessmenBusan Gano-Phillips and Robert W. Barnett’s dditalection,A Process Approach
to General Education Reforrand numerous articles from publications sucthaddurnal of
General EducatiomndLiberal Learning This aspect of the charge involved review of impidt
books, reports, and articles on general educaéiform, and continued throughout the 2014-
2015 academic year. In preparation for the AAC&U2Gummer Institute on General
Education and Assessment, CCVC team members reacttent reports: Paul Gaston’s
General Education Transformed: How We Can, Why Wst{2015) and AAC&U’sGeneral
Education Maps and Markers: Designing Meaningfuti®aays to Student Achievem¢2®15).
CCVC has worked to make this research availab&l tmembers of the CSB/SJU community
by posting articles on the public Moodle site. tld@&ion, community members can access most
of the sources documented in the extensive bildjglgy at the end of this report through
databases available on the library home page.

As our general education reform efforts continue,amticipate numerous opportunities for
community members to become involved in the coratenms, including faculty forums,
workshops, reading groups, and more, each witlyasdiand suggested readings, so that “both
advocates for re-investing in what we know workstundent learning and advocates for
revolutionary change in teaching argue from goadence” (Sullivan, “The Sustainable
College,” 2015, par. 20).
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Process Principle # 4: Establish Process Before Discussing Content.

A Reform Process must be established before discussmodels or curricular content.

It is tempting to move to a discussion of curricutaodels right away. CCVC members realized
this was one of the “potholes” to avoid becausackjfixes” rarely work. Instead, a program for
revising and improving general education “must bsighed to embody each institution’s
character, the needs of its students, and thegthreiland interests of its faculty” (Gaston and
Gaff 2009, p. 8). CCVC has adhered to this prirectpl date, and we outline a specific design
process and timeline iRart B

A clear reform process helps keep the conversébicused on learning outcomes. “So often
when it comes to curriculum, faculty immediatelynvéo discuss additions and changes to
courses and programs,” writes Blase S. Scarndisiarticle, “The Politics and Process of
General Education Reform: Key Political Principlddowever, in general education reform,
“one must keep the discussion focused on studantiteg outcomes for the program, because it
is at this level that meaningful curricular chamge occur, be assessed, and have its value
demonstrated. This also focuses the discussiomeas &f broad agreement (the institutional
values that are captured by student learning outsdend keeps faculty from arguing about
personal, disciplinary, or departmental turf” (20£0194).

In a session with the CCVC, Dr. Lee Knefelkamp nuerdd the University of Southern Maine
(USM) as a model for reform because it devoted rsgpattention to designing goals and
outcomes. USM began with a review of its old cwiaen, followed by a process document, then
discussions about the vision and purpose of thgram. Then they moved to deliberations over
learning outcomes, which provided a framework foea curriculum. The process from review
to implementation took six years. Although it waslawer and more labor-intensive process, it
ultimately produces a better-designed curriculuAAC&U, Campus Models and Case Studies,
June/July 2007). This was confirmed by a team famother institution who attended the
AAC&U Institute and reported back to its facultyérhaps the most profound insight we
developed is that a formptocesdor general education must be developed and apdrby the
faculty beforediscussions of curriculatesigri (Roach 2010, p. 151, emphasis in original).

Finally, a well-designed process ensures that faeue entrusted with the key decisions about
general education reform. As Susan Gano-Phillipalepoint out inThe Journal of General
Educationregarding their own experiences: “We decideddbne a process and time line
explicitly for developing and selecting our new Gltriculum before we discussed the content
of that curriculum. In this way, the leadershippested faculty governance and ensured that
decision making, both for the curriculum itself &odthe process of arriving at that curriculum,
remained in the hands of the faculty” (2011, p. 75)

Process Principle #5: Establish a Timeline.
It is also important to agree on a timeline witle&fic action steps and milestones. In our

research, we encountered numerous case studies géreral education reform took six years
or longer. But we believe “engaging in general edion reform with a clear timeline in place
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can help shorten the curricular reform process’n@RBhillips and Barnett 2010, p. 14),
especially since two years of work has already liEsre by CCVC and its predecessor. We
have established a timeline for the reform proegsspresent it iRart C

There are other reasons to adopt a timeline. lintake the broader community aware of the
process. Stephanie Roach explains: “A clear tintetim reform should be established by the
General Education Reform Steering Committee soyeweris aware of the process as it
unfolds” (2010, p. 152). A clear timeline estabéistihe seriousness of the work ahead, as Terrel
L. Rhodes contends: “Having a timeline with per@decision points for moving the process
forward, though, is essential for actually accostphg change...Demonstrating early in the
process that the reform process is taken seriougljyding honoring the timeline, sets a tone
that the work is important, valued and necessa&@10, p. 252). Finally, a timeline ensures
progress and work completion prior to 2020, thel date set in the strategic plan. Kathleen
Rountree, Lisa Tolbert, and Stephen C. Zerwas wurthiis point: “Clearly articulating stages in
the reform process and identifying specific deadifor different stages helps reinforce a sense
of progress and closure” (2010, pp. 33-34).

Process Principle #6: Devote Resources to the Work.

The general education process committee shouldveeg@propriate resources and support to
carry out its work.

To this point, CCVC has operated without a budgetits members have completed the charge
given to the committee despite other significamvise obligations. Clearly, this level of work is
not sustainable without resources. After reviewaffgctive general education reform efforts,
Paul L. Gaston and Jerry G. Gaff come to this agich: “Too many task forces try to effect
massive curricular change without adequate suppbriless adequate support is given, a task
force or committee cannot be expected to providatore and effective leadership for curricular
change. Allocating budget resources to this initéais a major way in which academic
administrators can demonstrate institutional supjooreducational improvement” (2009, pp. 10-
11).

We have identified three specific areas of needHertask force as it continues its work:

* Course Release Time for CCVC Chair or Co-Chairs
Reassigned time for the task force chair is essefoti the success of the reform effort, as
confirmed by Gaston and Gaff: “We have learned tédticed teaching assignments can
be essential, at least for a committee chair gféhis to be sufficient time and energy to
provide leadership for curricular revision” (20@9,11).

» Support Staff and Student Employee AssistanceGMCC
If the JFS endorses a new charge for the comn{itbeeiext of a proposed charge is in
Part C of this report), there will be numerous camity outreach activities and
workshops to collect feedback at each stage gbtbeess, and to prepare for the design
and possible implementation of a new general educatrriculum. Secretarial
assistance will be needed to help organize andrdentithese efforts. “Adequate
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resources must be provided to ensure the shorttoageterm success of general
education reform, including resources in support stiaffing, communications,
consulting, and community building” (Roach 2010152).

* Dedicated Budget for CCVC Outreach Activities
Many of the workshops, retreats, and reading gr&@¥C intends to host over the
coming two years (see timelineart Q will require funding to secure consultants,
guest speakers, and reading materials. “Furthek,ftaces need modest funds to
purchase materials, hold retreats, invite constdfaproduce papers for campus
distribution, and, perhaps, send a team to the AAQ®&stitute on General Education and
similar meetings” (Gaston and Gaff 2009, p. 11).

The timeline we propose assumes these resourddsevdlailable for the committee to continue
its work.

Process Principle #7: Encourage Open Communication.

At all stages of the process, it is essential teehapen, inclusive, and transparent
communication.

Given the scope of possible changes to the geadualation program, it is essential to include
community feedback at all stages of the procedsl&rs of general education have emphasized
the importance of open and inclusive communicaiiaime reform process. As Kathleen
Rountree, Lisa Tolbert, and Stephen C. Zerwas expféhe need to maintain open, transparent
communication about the reform process and cormganttical for creating broad faculty

support” (2010, p. 32).

Process Principle #8: Engage a Variety of Audiences.

A variety of constituents need to be engaged aridded in the process of revising the general
education learning outcomes and designing a neveig¢reducation curriculum.

While faculty have primary responsibility for chasgto the academic curriculum, feedback
should be sought from a variety of campus stakefisldSusan Gano-Phillips and her colleagues
consider this as a critical feature of reform dBofAn essential component of this collaborative
leadership involves the development of trust androon purpose in revitalizing the GE
curriculum, andt is through engagement of a wide variety of casngunstituents that such trust
and a sense of institutional stewardship are addéemphasis in original, 2011, p. 81). In
particular, student voices need to be considerddrattuded in the process. Paul L. Gaston and
Jerry G. Gaff put it this way: “Faculty membersitaglly regard the development of the
curriculum as their prerogative and sometimes re¢dgihes important contributions students can
make to the process” (2009, p. 14). In 2015-20X8YC had two student members (one from
each campus) and hosted feedback sessions witlstuatbnt senates.
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Process Principle #9: Discuss Vision and Learning Outcomes Prior to Design.

The faculty should establish a vision for geneal@tion at CSB/SJU. The faculty should also
re-examine and revise the general education le@gioals.

Prior to the development of specific curriculum posals, the faculty should draft a vision
statement for the general education program. “Myeeience is that curriculum committees or
task forces tend to rush too quickly into the desiga new curriculum,” writes Jerry G. Gaff.

“It is important to take enough time to discoveravls common among the faculty and to secure
basic agreement about what they think studentsldtearn and about what qualities should
characterize a high-quality, coherent college etioiwa(2004, p. 5).

These qualities are typically summarized in a vistatement that describes the purpose of the
program. A well-crafted vision statement helps clitbe drafting of the learning outcomes, and
gives purpose and meaning to the program overaltdescribed on its homepage, the purpose of
the Common Curriculum is “to provide all studenthwa solid academic foundation and the
fundamental tools necessary to continue develaieiy intellectual abilities through a broad
liberal arts education.” We feel the purpose statenfor the general education program could be
more inspiring. In their pamphlggeneral Education: A Self-Study Guide for Review &
AssessmepAndrea Leskes and Ross Miller argue: “A broadansthnding of both the purpose a
campus assigns to general education and how tlgggmnoembodies mission needs to precede
the definition of learning outcomes and design ofiaicular structure” (2005, p. 5).

Leskes and Miller identify several steps that g@keshould take when reforming their general
education programs. The first step is to “startreheew,” which includes a review of the
national scholarship and trends and a review oifrtsigution’s current program (accomplished
by CCVC in 2014-2015). The second step, accordirigeskes and Miller, is to “Agree on major
parameters” which includes a vision statementHergrogram (CCVC began community
conversations on vision in 2014-2015). The autBaggest the following inquiry:

1. Elucidate the purpose of general education

* What is the purpose of the general education prognaour entire undergraduate
curriculum (foundational, integrative, summative accombination)?

* What kinds of learning do we want general educatofurther (e.g., essential
intellectual and practical skills, a knowledge admy disciplines or modes of inquiry,
integration across disciplines, experiential leagii?

* Is the approach based on competencies, the disegplor is it interdisciplinary?

2. llluminate distinctiveness
* How does the general education program reflectrassion, culture, history, and values?
Are the answers sufficiently clear and widely knGwn
* How is the nature of our student body reflectedunapproach to general education?
* What makes our general education program distie@tiv
* What makes it essential for students? (Leskes aiidrNM005, p. 5)
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The conversation about the vision for general etimc@an begin with these categories and
guestions but does not need to be constraineddny.tWe think it is important to think about
these questions but not to be paralyzed by disagrets over terminology. Paul L. Gaston and
Jerry G. Gaff make this suggestion: “Avoid beconmmged in disagreements over the definition
of terms; reach a working consensus and move d@092p. 31).

In addition to a general education vision statememd prior to a discussion of curricular details,
the faculty should determine what our undergradstatdents should know or be able to do upon
graduation, and frame these as well articulatet@stants of learning outcomdn.the reform
process at the University of Nebraska-Lincoln, Naktitchell and her colleagues posed the
following question to their colleagues and to thelentsWhat should all undergraduate
students—irrespective of their majors or careerigpns—know or be able to do upon
graduation?” (2010, p. 181). If the conversation can be kephiatlevel, it will be less likely to
fracture due to turf battles. Blase S. Scarnatiesri“Institutional values, captured as student
learning outcomes, ground any set of initiativeths common space that is easiest for various
constituencies to embrace. If the conversationbeakept at the level of shared values, then it is
unlikely to fracture along lines of disciplinarylsiterest and departmental turf’ (2010, p. 196).

Leskes and Miller suggest three tasks for thisestdghe process, each with a set of
corresponding questions:

1. Clarify important outcomes

* Have we articulated clear learning goals and ouasim

* How well do our goals and outcomes align with th@agng national consensus about the
important aims of college study?

* How do our outcomes describe the complex contemiviedge, intellectual and practical
skills, and dispositions students and society makd for the complexities of the twenty-
first century world? Have we made certain to inelugsiportant outcomes even if they are
difficult to measure?

* How have we articulated the aspects of personabkaaidl responsibility necessary to the
reflective, engaged citizens we want general edutéd develop?

* In what ways do we acknowledge, over time and accosrses, the developmental
changes students undergo to achieve general edioisatey learning goals and
outcomes? Have we collectively developed clear eghens for novice, intermediate,
and advanced levels of performance?

2. Relate goals to mission

* In what ways are our learning goals and outcomgaed with the institution’s central
aims and mission?

* How do these goals and outcomes reflect our distmealues, culture, history, and
student body?

3. Show centrality of learning goals and outcomes

* Do our students, faculty, and administrators acaeptpossess common language for
describing the goals? Are the “owned” by the facalt a whole?

* In what ways have the learning goals and outcomlemnton a real life at the center of
our undergraduate program? What is our processsiog them to shape curricular
structure, course design, and the choice of tegahiethods?
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* Have we refined the outcomes into assessable olgedtlear statements of what
students are expected to know and be able to @6P5( pp. 6-7)

In answering these questions, it is important toeeber we do not need to start from a clean
slate. The Common Curriculum already has learnoajsy and these can be modified as
necessary if the faculty feels only modest chargeseeded. In fact, revisions to the Theology
and Mathematics learning goals have recently besequ by the JFS.

Over the past two years, CCVC has collected feddfvam the community, and this data
provides an excellent foundation for the creatiba wvision statement and learning outcomes. (It
is worth noting that these larger questions wetediszussed fully at the time we created the
current Common Curriculum.) We summarize this featitin sections A.5-A.7 of this report.

As a result of this work, CCVC has drafted a visstetement for general education fiart Bof

this report) that we expect to be further modifedthe community discusses the learning
outcomes for the program.

Further, AAC&U has developed a set of “Essentiadreng Outcomes” which can advance
conversations on revising learning goal and outcetagments (se®ppendix B. Agreeing on
revised learning outcomes can also make the discusg§ models easier, as the statements
provide a foundation for the development of a gaheducation curriculum. Susan Gano-
Phillips et. al. discuss their own experience wlitis approach: “The learning outcomes provided
an agreed-upon foundation that could be referre#t tiaat times of disagreement. This
foundation fostered a trust that stakeholders wereing toward a mutual goal that enabled
them to see the good of the whole, to tend to th®ip garden of the university and not just their
own small patch” (2011, p. 78).

In our review of the scholarship, we benefittedrirthe work of others who had been charged to
review their general education programs. Consilstetite institutions that were successful in
reforming their programs had started by craftingssgon statement followed by revision of
learning outcomes. For example, the general eductdsk force at Washington State University
made the deliberate decision not to propose madessimilar stage of the process. The task
force explained in its report, “Such a structureulddoe premature, and not grounded in a set of
outcomes agreed upon by the faculty.” The taskefargued that the “highest priority among
next steps is for the learning goals to be reddted and realigned into the foundation for
curriculum and requirements. This is a necessafyistre-engaging faculty in the aims and
values of general education. Faculty participatiothe process should be broad, even at the risk
of slowing the timeline down a bit” (General EducatVisioning Committee, 2009, p. 18).

Throughout this report, CCVC demonstrates how stflolowed these process guidelines to
date, especially its efforts to involve a varietycampus audiences through feedback and
listening sessions. We summarize the results gktBessions in the following sectioAsH-

A.7).
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A.5 Feedback from the Fall Faculty Workshop

During the summer of 2014, the CCVC worked withutacleadership to integrate general
education themes into the 2014 Fall Faculty WorksI8eeking to foster a Common Curriculum
with a cohesive vision and learning outcomes, CGM@ed the workshop on the theme of
liberal education and invited a nationally recoguizcholar on general education to help
stimulate faculty conversations at the workshop.lU2e Knefelkamp, a professor of Psychology
and Education at the Teacher’s College at Colurdbizersity and former Academic Dean of
Macalester College, delivered the keynote presentaiscussing several questions and themes:
What is an excellent liberal arts education for2® Century? How do we create the
competencies to achieve this? How is this donkeristoric culture of the campuses? How do
we engage the entire community? and How do we camuate all of this to our students? Dr.
Knefelkamp discussed several essential learningpowgs in general education and emphasized
the importance of high impact educational pract{€d®s), which we discuss in more detail in
Part B

The CCVC later met with Dr. Knefelkamp to discussional general education reform efforts.
Dr. Knefelkamp identified several issues for thenadittee to consider:

1) CCVC was a learning team raising issues andiasgknowledge so the community
could make the decisions;

2) The work needed to be painstakingly collabosatind emphasize relationship building
(She provided an example of a team at anothergmiigat held 138 individual meetings with
departments);

3) The work of the committee needed to be transpaned faculty had to be regularly
updated about its progress; and

4) The presidents and academic affairs leadersdeped to be engaged in the process and
the conversations.

As a result of this advice, CCVC decided to schedistening sessions with academic
departments, as well as other stakeholders, inguadmissions, international education, the
libraries, and advising. The sheer number of mgstmeant that the committee devoted much of
its energy during 2014-2015 hosting these sess@@¥%¥.C established a public Moodle site
available to all faculty members to display the caittee’s documents. The committee also
worked with faculty leadership on arrangementsafgpecial session of the Joint Faculty Senate
in September 2014, with SJU president Michael Hatieand CSB president Mary Hinton
invited to participate in a discussion on libeesrning (due to the unexpected death of a SJU
student, the presidents could not attend the sebsibthe senate proceeded with the
conversation).

Following Dr. Knefelkamp’s presentation, the Jdtatculty Assembly met to discuss questions
related to liberal education at CSB/SJU. The sas®sulted in extensive written feedback,
which is summarized below. All of the raw data (todlected notes from the faculty workshop,
the minutes from all of the program meetings, dredstudent surveys) can be found on the
CCVC public Moodle site.
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Faculty Workshop Data Analysis

The CCVC used the Fall Faculty Workshop, along witer meetings and events, to obtain
feedback from the faculty to drive the developmathe guiding principles for our general
education structure at CSB/SJU. This section ofdpert will highlight the data collected from
faculty during this workshop period.

Table 1. General Themes/ldeas Emerging
from the 2014 Faculty Workshop

Flexible, adaptable, innovative, creative

Lifelong learning, curiosity, life of the mind

Openness to new ideas

Connecting the interdisciplinary dots

Critical thinking

Communication skills

Team and Leadership skills

Awareness, Tolerance, and Engagement with
varied Groups (Global, Gender, Diversity)

Community Citizens

Autonomy, independence, and self-awareness

Happiness, personal fulfilment, meaning

Moral, Ethical, and Benedictine values

Conversations

Learning from the past

Shared vision and commitment

Cultural shift needed
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Funding for planning/executing change

Communication between
disciplines/departments/divisions

After Dr. Knefelkamp’s presentation, faculty metsimall groups to address the following three
guestions:

1. What do we want CSB/SJU graduates to be lik€520 years after they graduate?

2. At yesterday’'s Community Forum, we were ask#éds2020. What distinguishes CSB and
SJU from our competitors?” Putting the same quastidhe context of liberal education and the
Common Curriculum, what will be distinctive aboutr@raduates?

3. What do we need to do to get there? How do wateran environment to facilitate change?

Responses to these questions were documented kextenb by the CCVC. This resulted in over
19 pages of data. As the data was compiled, setleales or ideas emerged as identified in
Table 1. All 19 pages of comments were collatedhiwithese themes to better understand the
general and common ideas portrayed by over 200tjgoresent at the meeting. First and
foremost, these themes/ideas revealed a set t, tskills, and behaviors that should be
developed and strengthened in CSB/SJU graduates.

Theme 1: Learning traits

When asked to describe a successful graduate (basth@ questions above), one key theme that
emerged from the faculty responses are desiredktarning traits. The most common traits
desired of our students by faculty included a dveaflexible, and innovative mind. Innovation
and change is what drives industry, lifestyle, aalitions to today’s world problems. To drive
innovation, individuals must be creative and flégiim their thought processes. Faculty
described this flexibility as a CSB/SJU graduatewwilling to “cope and adapt to change,”
“change themselves and shape change in the wiwdgble to “reinvent/reimagine themselves

in their lives continuously,” and be willing to nalwvays take the “most obvious path.” These
learning traits require “flexibility,” “problem-swing skills,” and a “willingness to try and to be
challenged.”

CSB/SJU graduates must also develop the abilityd@sde to continue learning after their time
at CSB/SJU. One faculty group describes CSB/SJtkstis not as an “end product” or a
“finished project” but as individuals with an “exgt commitment to continually enlarge
themselves and their awareness of the world.” fidgsiires several key learning traits including
curiosity, engagement and passion. These thrds wdi enable graduates to continue the
learning process in their communities and societgrge. Some faculty describe this as a person
with “depth,” a “book reader,” and one that has fexquestions than answers.”

CSB/SJU graduates should be open-minded. To saru#yfathis means that students become

“comfortable with being uncomfortable” to exploreohtext before framing decisions,” and
“comfortable encountering perspectives with whiekytdo not agree.” This capability to view
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an issue from multiple angles and identify all sidé an argument or problem will enable more
CSB/SJU graduates to make informed decisions basednsideration of various perspectives.

Many liberal arts institutions require coursewartrh multiple disciplines. However, faculty
more specifically articulated a student’s abiliyiritegratethis knowledge. From faculty
comments, the desire is that CSB/SJU graduatethadenowledge gained from previous
disciplinary coursework (including the Common Caumtum) in additional, future courses as
well as in their experiences outside CSB/SJU. Tlheaeneed to remove students out of
“disciplinary silos to encounter and converse patiely about complex interdisciplinary
guestions.” As mentioned above, today’s problentsissues are complex and require
knowledge from multiple disciplines to identify iowative and creative solutions. This requires
an ability to integrate disciplinary knowledge.

Combined, these learning traits will enable CSB/§datluates to successfully approach
knowledge and information openly, willingly, entiastically, and from multiple disciplines and
angles to result in potentially innovative and @raasolutions and ideas. These are traits that
can be used not only in the workplace but alsaimdividual’s everyday life.

Theme 2: Skills to Success

In addition to basic learning traits as mentionkdwe, success from the CSB/SJU experience
includes a basic set of key skills as expressdadty. Not surprisingly, among the most
common skills mentioned in faculty discussionsis development of a student’s critical
thinking. As defined by faculty, students with effiee critical thinking skills can “critically
consume information,” are “problem solvers and feobidentifiers,” can “think quantitatively,”
and are capable asking and identifying answersiéstipns. In doing so, our students should be
able to “evaluate” and “apply” their learned knodgde. This skill, along with the learning traits
mentioned above are certainly aligned and allotudest to not only identify the complexity
and challenges in today’s world but possess tHks $&ifind solutions.

An individual may be an effective thinker but matdo be able to communicate these thoughts
and ideas clearly and concisely. Faculty repeateidfiglighted two important skills in today’s
world: individuals must be effective communicatbogh in writing and speech and “team
players.” Traits that defined communicative skatssuggested by faculty include an individual
that is a good “listener,” “expresses views weltlgals with complexity,” and is a “competent”
and “confident” writer and speaker. In working widthers, leadership skills like those just
mentioned (confidence, effective listeners) as waglthe ability to use “good judgment” and
work well with diversity (age, gender, race, etc.wgs stressed.

Theme 3: Individuality and Community

Embedded in the faculty responses to the traitssafccessful CSB/SJU graduate was not only a
meaningful self-awareness but also his/her rotediay’s society. Faculty defined self-
awareness and individuality as a person with “amrice,” capable of “free, intelligent, self-
responsible choices,” and “self-assessment.”dtperson that is “independent, literate and
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engaged.” Of note and inherent in these capalsiliiee the skills and traits mentioned in the first
two themes.

As mentioned, faculty not only desire our studeatsiaintain and develop their self-awareness
and individuality, but also must be aware and dbate as citizens. This includes an ability to
understand and work with others. Those that cacesstully do so must be “inclusive,”
“engaged” “empathetic to diverse populations,” “aavaf the effects of gender [and race] on the
perception of the world,” they must “appreciate awdn embrace those with different points of
view and different cultures,” and “realize that are part of a global community.” In sum, it is
hoped that our CSB/SJU graduates can be “globdl ¢agaged] citizens.”

Theme 4: Values

Embedded within an effective leader that encomsatbselearning traits and critical thinking
abilities to be successful as a global citizemisnaividual that maintains one’s values and

ethical being. This was the last major characierstessed by faculty as a desire for CSB/SJU
graduates. Faculty wanted our graduates to be mpabnding “balance” and “happiness” in

both their personal and working lives. Other faggitoups added that this happiness and balance
may also include the willingness to take riskstbuio so in an ethical manner-- to be moral and
ethical individuals. Several faculty groups defirtkbi$ as having “passion,” “empathy,”
“compassion,” “global consciousness,” and those afgo‘deeply committed individuals of

good character.” With these traits, our graduabesiksl be able to “stand up to injustice in
challenging situations” and behave ethically inrg\aecision that is made.

Combined, the four themes mentioned above havdiiigeha key set of skills and behaviors that
faculty deem important for our graduates. Furtheemtihese skill sets may help in developing
the guiding principles that will help mold and alithe general education program at CSB/SJU.

Theme 5: Process

In addition to the skill sets and behaviors desfogtur graduates, faculty also responded
primarily to the third question at the faculty wshiop on the process required to build an
effective general education program. These idedsamments are included in the last theme
entitled “Process.” As guiding principles are deyad and a plan is established, it is important
to recognize the major process mechanisms ideshtifjeour faculty.

One priority mentioned by faculty during the proxe$ general education reform is to ensure
that open and “sustained” conversations exist abaatriety of topics. It was stressed that these
conversations should be interdisciplinary and duhe “silos” that make up our departments and
divisions. These conversations also require callégj and an environment that “facilitates
change” and less so the complaining that can quétur. In addition, a set of guidelines
seemed to be established for these discussionsifidiudes a recognition and understanding of
our past decisions. It is important the decisiaesnaade with the past in mind. Many faculty are
also looking for a cultural shift at CSB/SJU thateurages an openness to change and a
recognition of new and outside ideas and percegtion

29



Topics of discussion that faculty mentioned includintification of “priorities,” the “liberal

arts” and its meaning, identification of a sharedon and commitment, and a discussion on the
needs for a Zcentury student. While many of these discussiosi®weld this year in
conversations regarding general education andegitabDirection 2020, it was apparent that
many faculty desire conservations to remain a swelacomponent of the process of general
education reform. Fortunately and not surprisintlis is also a strongly recommended
component in the literature on general educatiforme

Many faculty mentioned the environment that mustdestructed in which change can occur.
Mention of a strategic, coherent, and forward-logkplan must be in place. This also includes
recognized funding and resources to support thieeleshanges. It was noted that this plan must
not lose sight of the ultimate goal in doing wiebest for our students. What do our students
need? In addition, several faculty groups discusisedmportance of “buy-in” not just from
tenured but also our term faculty because manyhteaarses in the Common Curriculum.
Finally, as stressed by many faculty groups, casaterns and strategies must be
interdisciplinary. We must be “intentionally integive.” Faculty must reach out of their
departments and divisions to work together. We melstquish “turf wars” and instead, identify
what is best for students based on the guidingylies that are developed.

As conservations were held to answer these quastioany groups added suggestions for
changes and reform in the Common Curriculum. Wihiése suggestions may be helpful, they
will not be summarized here. There is a delibeaaie intentional path that the CCVC and
Senate have chosen to analyze the Common Curricahahour general education at CSB/SJU.
First and foremost, the CCVC was charged with dgyial a vision for General Education at
CSB/SJU. This will be based on a set of guiding@gles that have been established based
upon the data summarized here, in the data ofisausisions with the departments, and in the
literature. Therefore, although these suggesticag Ibe important, we must first complete this
first step.

A6. Feedback from Departments and Programs

From fall 2014-spring 2015, CCVC invited all acadewtepartments and programs, as well as
many other stakeholders (such as Advising, Admissithe Libraries, etc.) to participate by
meeting with CCVC to discuss the Common Curricul@ver the year, we held about 30
meetings, during which at least one of the CCVC imentitook notes. These notes have been
made public on the CCVC public Moodle site (8¢endix Afor a list of CCVC Outreach
Activities in 2014-2015).

All of the academic programs were asked the follmafiour questions. Non-academic
departments were asked similar kinds of questiepgding on their function.

1) What are the strengths of your department/pragr&v/hat do you already do well?
Remember that these responses will be shared atbhdmmunity at large, so please use this
opportunity to brag a little bit. What do you wan@ople outside your department/program to
know about your successes and strengths?
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2) What do you wish you could do better, or do mafe What would it take (resources,
support, etc.) for you to reach those goals?

3) Leaving aside discipline specific knowledgewimat ways does your department/program
best contribute to providing our students withbetal education for their lives beyond
college, as informed and engaged citizens, prodeietmployees, ethical beings, etc.?

4) Are there ways in which you would like to seeilydepartment/program contribute to
liberal education that so far it has not been #dffe

CCVC has also categorized the information we resmbivom the program meetings, using many
of the same categories described in the "Facultygkéfmp Data AnalysisSectionof this report
because, unsurprisingly, many of the same themasredl. In the document called
"Categorization of Program Meeting Data," we haategorized information gleaned from the
program notes, focusing on those issues or thema¢sthow up in the notes of multiple
programs. The reader is encouraged to read "Categion of Program Meeting Data" to see
examples of how the programs discuss Themes ledstied in the above section. Below is a
description of additional themes that emerged ftendiscussions with departments.

Common Curriculum

As the above section notes, this is not the place full review of the problems with the current
Common Curriculum. However, the participants inrieetings consistently expressed
dissatisfaction with the distribution model in @@ the lack of coherent philosophy supporting
it. Repeatedly, faculty and staff noted that stausl¢and faculty) approach the Common
Curriculum requirements as boxes to be checked off.

The dissatisfaction with the distributional struetof the current Common Curriculum seems in
part to be the result of a strong desire to workss disciplinary borders. Many people have
indicated they would like to team teach or coopenmatther ways across programs and
disciplines. The Common Curriculum is seen as ataaite to interdisciplinary teaching. To take
just a few of the examples from "CategorizatiofPodgram Meeting Data":

"l wish that we had more cross listed classes aldcavork on a course with a different
discipline."

"Would love to teach with other faculty. Need a eoam curriculum that makes these kinds of
collaborations possible.”

"We want to be more engaged in the co-curriculacheng but are not sure in what way."

Later in this report, under the section “Vision &$&)gn Principles,” we discuss ideas such as
interdisciplinary concentrations, which may helpilitate these connections.

Process and Equity
Another theme from these meetings was the desioaitd a new curriculum around answers to

guestions like, "What do we want our students ttikee(years) after graduation?" This leading
guestion from the 2014 Fall Faculty Workshop waeeted many times in our discussions with
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faculty and staff. For example, again from the &gatization of Program Meeting Data," we
have the following suggestion, "Think about whatetyf experience a student needs to be the
individual they want to be five years from now. Whése is necessary to be that person?" And,
again from the same document, we get this criticl$k'e have the creativity and ability to think
more broadly what the education should look like#-need to move away from disciplinary
requirements and silos and meeting curriculum requents through departments (boxes
students in). Faculty in general do not think agimin terms of the goals of a liberal education,
more topic-driven, not asking broader questions."

Finally, it was made very clear in our meetingd faaulty and staff are attuned to and worried
about how the needs of our students are shiftihg ihcludes not only students of color or first-
generation students, but of all students. There@neerns that we have not been as good at
meeting this challenges as we could be: "Therelameographic changes, but the issues that we
see are not directly related to stereotypicallyskt students. Programs that are put in place
should be universal programs — not bridge prograntelp students at risk. We want things that
are good for everybody. Some of our most at rigklestits are the high achievers — they got
through high school with little or no studying, didknow how to activate those skills. They
need to learn how to manage their time, how tdtyeugh that volume of work."

In Part Bwe discuss issues concerning equity in greateaildet

A.7 Feedback from Students

The CCVC committee has two student members, ISEdrepkins of CSB and Alex Wald of
SJU. The two students were given the task of datigstudent views on the Common
Curriculum. After much discussion with the facuttiembers of CCVC, the students decided to
hold focus groups with each of the Senates. WHiai¥s is a synopsis of these focus groups.
The documents used to compile the synopsis caaurelfon the CCVC public Moodle site
under “Student Feedback.”

The Senators were asked to provide written respatiosthe following four questions. In addition
to the written responses, they also held a meetimgye the questions were discussed and
minutes of the meetings were taken.

1) What does it mean to be a liberally educated/iddal?

2) What should all CSB/SJU undergraduate studentgsgective of their majors or career
aspirations—be able to know and take away with them

3) What is the purpose of the Common Curriculum§oduar experience, does it proceed in a
logical, coherent, and sequential manner?

4) What are the strengths of the current Commomi€idum? What are the weaknesses?
What changes would you like to see?
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Being liberally educated

Here are a couple of extended passages from tterg&l explanations of what it means to be an
educated person. The eloquence and thoroughnésssef responses make them worth quoting
in full despite their length.

“To me being a liberally educated individual meareny things. First it is someone who
knows how to pay attention and are aware of th@leeand the world around them. They
work hard to hear what other people are sayingy Tha follow an argument, track
logical reasoning, detect illogic, hear the ematitmat lie behind both the logic and the
illogic, and ultimately empathize with the persohaas feeling those emotions.
Furthermore, that person is literate across a vadge of genres and media and gains
their information for many nonbiased sources. Téeysomeone who can talk with
anyone. Moreover, a liberally educated person @pdies in such conversation not
because they like to talk about themselves butusecthey're genuinely interested in the
other person. They also possess strong writingsskild knows the fine craft of putting
words on paper. In some ways liberally educatetviddals are puzzle solvers. They
possess the ability to solve puzzles and probld@imsy are truth seekers, who understand
that knowledge serves values, and they strive téhmse two knowledge and values--
into constant dialogue with each other. Aboveladytpractice respect and humility,
tolerance and self-criticism and they nurture amgp@wer the people around them.”

“...most importantly, liberally educated individaare able to connect. They listen, read,
write, talk, problem-solve, empower others, seeugh other people’s eyes, walk in
other’s shoes, and lead. Through this, they cortheat lives and personal experiences
with others. A liberal arts education empowersvidiials and prepares them to deal with
complexity, diversity and change. It allows us dajat in an ever changing and
progressive world. It allows people to develop asgeof social responsibility, strong
intellectual and practical skills, that span alljondields of study, allowing people to
become well rounded in the world of studies. Thay communicate, problem-solve,
conduct analytics, and most importantly apply thewledge and skills they gain in the
real-world setting.”

Many other comments picked up many of the themeasdon these long passages. For example,
many students noted the value of having a broad blksnowledge outside one’s major and the
value of being able to understand issues from diffeperspectives.

What all students should learn

Students were very enthusiastic about the impogtahéearning outside their major. They spoke
of the importance of skills, dispositions, and eslu

Some of the skills mentioned by the students ireloeing a “good communicator,” having good
“analytical reading skills and quantitative skilland being able to understand the perspective of
others. Some of the dispositions include, “hardkydaking initiative, paying attention to the
world around them, and showing interest in oth@pbeand other perspectives. Having an
education that is grounded in the Benedictine \&attizame up several times, especially among the
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CSB students. The CSB students also noted the tamp® of studying gender issues,
particularly at these institutions.

Some students articulated a clear purpose for geaducation that faculty could embrace when
formulating a vision for the general education pamg. For example, one student commented:
“Upon graduation from CSB/SJU students should Ildere with more than just the knowledge
of [their] particular career path. Students shdaddholistically well rounded and able to tackle
any situation or job in which they are put into.eVlshould be able to work and communicate
within a diverse world while becoming empoweredlkra within our society knowing how to

be successful within in ever so changing world.”

Common Curriculum

In general, students appreciated the idea of a Gom@urriculum that forced them out of their
“comfort zones” and into classes that they woultlahmose to take on their own. They
appreciate learning different disciplinary and orat perspectives. They also saw liberal arts
training as helpful for future employment: “It important to have a legitimate liberal arts
education to diversify our degrees and standoutngnpotential employers.”

However, like the faculty, the students note thatdical, coherent, and sequential manner does
not really apply [to the Common Curriculum] becatlsre is not an order.” They also note that
there is a lack of connections between the req@rgsnand they would like to see these
requirements connect.

One of the more disturbing themes to come out®falcus groups had to do with the Gender
and Intercultural designations. Many students thkieout taking classes with Gender and IC
designations that did not address the designasedsso a significant degree. Students
understood the value of these designations and dvesppointed when a class did not fulfill
them. (CCVC recognizes this is anecdotal infornmgtamd that concerns about whether a course
delivers what it promises can be addressed thrqughty assessment. We discuss the
importance of assessmentHart B)

There were several comments about the value ahgdtte Common Curriculum requirements
done in the first couple of years. As the genemaids in general education are moving away
from this model, we will need to keep in mind tiagg might need to shift this student
perspective and the advising language that supjorts

Finally, the students are very unhappy with theentrFAE system. It's clear that many of them
see this purely as a “checking off the box” acyiand are getting very little out of the

experience of attending FAE events. In our disaussi the “Vision & Design Principles,” we
discuss this concern and explain how it may beesddd by integrating these events into general
education courses, with the expectation that stisdeflect on FAE events in the context of class
discussion or in written assignments.

It should also be noted in this report that the @J€viewed the data collected by Ken Jones,

former Director of the Common Curriculum, on sesi@valuation of the Common Curriculum.
The full report is called “Survey of Student Vieaws Common Curriculum” and can be found on
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the CCVC Moodle page. There are two documentsjoaaarrative and the other is an Excel
spreadsheet. The full report echoes the same thasfesind in the student feedback discussed
above. The limitations of this survey point to tieed for more deliberate, systematic, and
integrated assessment of the Common Curriculum.

A.8 The Strengths of the Common Curriculum

While we believe that we can create and implemdygteer general education curriculum, we
recognize that we are currently doing many thingy well and we should build on our
strengths (seAppendix Bfor a list of current Common Curriculum requirertgnin particular,
the faculty and staff at CSB/SJU are already endjagenany of the high impact practices
recommended by groups like the AAC&U and the Natldurvey of Student Engagement
(NSSE). High impact practices have been the subfatiuch research and are known to
improve retention rates and student learning (KQO82.

The AAC&U recommends the following ten high impacactices: first year seminars and
experiences; common intellectual experiences; iergrcommunities; writing intensive courses;
collaborative assignments and projects; undergtadeaearch; diversity and global learning;
service and community based learning; internsldgpstone courses and projects endix
F for a list and description of High-lImpact Pracsicdt is worth noting that many of these high
impact practices are embedded in the academioflibeir students. Practices such as the First
Year Seminar, writing intensive courses, collabiveafissignments and projects, undergraduate
research, and the capstone are found in the CSBi&ademic curriculum. In addition, other
offices and areas within the colleges promote tipesetices. For example, diversity and global
learning is part of the mission of the Office ofugdtion Abroad and the Office of Experiential
Learning and Community Engagement facilitates mgkips and promotes service and
community based learning.

We recommend that any new curriculum maintain tiegle impact practices going forward.
(For more details, sdeart Bof this report.) Again, we should celebrate aniidowpon our
current strengths. While many high impact practe@sembedded in the learning experiences
we have created for our students, making surethieae practices are part of the general
education curriculum will ensure that they readtstaldents.

Of the ten high impact practices, only two of thara not a prominent part of the learning
experience at CSB/SJU: common intellectual expedasrand learning communities. It is telling
that these two high impact practices are onedticat on the integration of learning, which is
one of the major problems with the Common Currioulhe committee would recommend
keeping these two high impact practices in mind/@snove forward in the process of building a
new curriculum.

A.9 Areas for Improvement and the Need for Curriculum Revision

Not surprisingly, many of the issues that facustyff, and the administration mentioned as
problems with the CSB/SJU Common Curriculum arelamto those identified in the national
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literature on general education reform and are comamong general education programs
nationwide. Tanya Furman writes in her article, $&ssment of General Education,Tine
Journal of General Educatioim 2013: “Often, the general education curriculigrboth too

broad and too narrow and reflects a loosely com&damenu of course choices. It comprises a
broad array of lower-division introductory courskat meander across wide swaths of
perspective and content. It is too narrow in thetegal education courses often encompass
restricted faculty interests, satisfy departmegéadls of filling seats to justify otherwise
underenrolled elective courses, or are taughtematary disciplinary classes rather than as
integrative challenges that inspire students takthicross disciplines and perspectives” (pp. 131-
132). These deficiencies can be grouped into twjomeategories: 1) There are issues of
alignment between desired learning outcomes an@dmemon Curriculum design; and 2) There
are issues with the structure and support of ther@on Curriculum.

The Common Curriculum design does not align witlestablished vision and learning
outcomes

In many discussions, faculty, staff, administratiand students identified a common set of
learning traits and skills that they want CSB/SJadgates to possess. However, the Common
Curriculum is not designed to meet these goalacks a vision statement (or underlying
philosophy) from which should stem a set of meafuihgnd assessable learning outcomes and
from which coursework should be developed. Inste@hy faculty and students currently use
the Common Curriculum as a “check box” with littteno sequential integration or measurement
of intellectual growth from the First Year Semitarthe final Capstone experience. Numerous
faculty have commented on a student’s inadequaigapation to produce a meaningful work at
this final stage of their undergraduate careerabse there are no meaningful and deliberate
steps built into the earlier stages of the curuouin order to reach this final project. Most
Common Curriculum requirements are separate entitith little to no connection to each other
or to the Capstone. In addition, the Common Culuituis not well aligned with the major.
There is little connection between the Common Cuhim and the major coursework and
experiences; they are separate paths that ratelyrate.

As a consequence, the content within the CommonicZilwm is not a “common” experience;
instead, it is created by the cafeteria-style aé®imade by students, who are not always well
advised about the courses they are taking. Iniaddstudents often enroll in first year
curriculum designed for the major in order to fliliommon Curriculum requirements. This is
not always the most appropriate setting or corftax¢ffective learning by non-majors. For
example, to help develop a scientifically literaiizen, a content-driven course on vital
concepts in a specific scientific discipline may he the best choice but is often what is
provided. This has led to situations where “stugl@lat not actively engage with their general
education classes,” according to Marc Lowensteiritig in The Journal Of General

Education he argues: “Where the requirements are met thraudjstribution of departmental
courses, students enrolled in these courses wllidge both ‘general students’ and declared or
intended majors. These groups of students will liafferent motivations and different levels of
preparation, and instructors will naturally be likeo be more committed to meeting the needs of
their majors—not necessarily because they care atmyat them but because for majors who
will take follow-up courses there is a greater nee@over’ specific material. In such
circumstances the instructors may also spendilassfocusing intentionally on their disciplines’
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distinctive ways of knowing and relationships tbetdisciplines, the sort of focus probably
more closely related to why the faculty want gehstadents to encounter the disciplines”
(2015, p. 120).

The Common Curriculum lacks a successful structure

Several issues pertaining to the administrativecsiire have also arisen in discussions of the
Common Curriculum. First and foremost, a complsteasment strategy that evaluates the
whole program from the First Year Seminar to theidst Common Seminar is lacking. The
effort of Dr. Ken Jones as Director of the Commanr@ulum should be hailed for its thorough
assessment plan for FYS and initiation of assessaf¢he Ethics Common Seminar, as well as
assessment of the Gender and Intercultural desogisaiwith the assistance of Dr. Chuck
Wright). However, Dr. Jones was not assigned fletto the Common Curriculum, and as of
now there is no director of the program. PreviousiyMay 2014, Dr. Wright's reassigned time
for assessment was terminated. As a result, tleetchn of the Common Curriculum is in a
period of transition and risks lack of institutibmad administrative direction and

coordination. In a letter to department chair@di 3, the chair of APSAC stated, “It is not even
clear who is supposed to be in charge of assegsngommon Curriculum after we abandoned
the old divisional chair structure. The academiardadmits that as an institution, we have
dropped the ball on this.” To many faculty, thepgmse and function of the Office of Academic
Review and Curricular Assessment (OARCA) and thddeship it is supposed to provide for
Common Curriculum assessment is not clear. Thte sfaconfusion concerning general
education assessment runs counter to effectivitutishal assessment structures described in
the published research on this topic. As one arpdints out, “The incentive for faculty to
participate comes in part from being involved ifoamal, well-organized process that clearly
defines roles and responsibilities for participagpe. 338-39). We discuss assessment of the
Common Curriculum in more detail later in this repo Part B

Second, the siloed nature of our departments ldlat® leumerous structural impediments in the
implementation of the Common Curriculum. Silos bdile to distance, politics, or simply
teaching different material have led to limited ecoumication between departments. This has
affected implementation of the curriculum, theigrand promotion process, staffing of the
Common Curriculum, and ultimately has contributedeliance on term faculty to teach general
education courses. These silos and separatedaleceso help deconstruct a “home” for the
Common Curriculum. In particular, term faculty hdweited space and are not placed in a
desirable location for interactions with others\ady participating in the Common Curriculum.
These and other factors have contributed to thiel@nmothat no one “owns” the Common
Curriculum.

In CCVC discussions with faculty, there were numisroomplaints about the impediments to
collaborating with other departments. Apart frora thtercultural and Gender designations, the
Common Curriculum and teaching structure discouragkidisciplinary instruction and
interdepartmental collaboration. Since severaheflearning goals for the Common Curriculum
are disciplinary based, it is very difficult to getourse approved that combines perspectives
across disciplines. So multidisciplinary coursesléely to not count as Common Curriculum
courses, which means there is a disincentive teldpvthem. Another part of the problem is the
difficulty of team-teaching due, at least in p#&otthe 6/6 teaching structure. There can also be
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physical constraints to team-teaching (classrooacesp At almost every meeting the CCVC had
with departments, faculty mentioned the desire#r-teach with colleagues in different
departments, but the constraints make it nearlyssible.

Despite these structural and design flaws, the wbdommitted and talented faculty who have
taught courses in the existing curriculum shoulddlenowledged. The CCVC recognizes the
contributions of numerous faculty and staff over ylears, but also sees the potential to
implement changes to the general education progmatwill make it a signature feature of a
CSB/SJU education. We must avoid the “tendencyariyrcampuses to exhibit cultural
stagnation and inertia, an often unwritten wayarhpus life that undermines change efforts by
emphasizing nostalgia for some (dubious) pastfestering fear and competition over turf
among siloed academic units” (Riordan and Sharkdeg0, p. 200), and instead embrace the
possibility of changes that could significantly impe the learning outcomes of our students.

A.10 Opportunities and Imperatives for Change

After surveying the literature and speaking witmtkeds of participants in multiple
conversations, we believe this is a kairotic monientindertaking revisions to the general
education curriculum at CSB/SJU.

Presidential Leadership for Liberal Arts Education

First, the colleges have two relatively new presidevho have both affirmed their commitment
to liberal arts education. In his 2013 State ofWméversity address, Michael Hemesath stated:
“The irony of critiques of the liberal arts is thia¢ very changes in the world that might seem to
argue for more specialized training--new technasgpreviously unknown industries,
competition from abroad--actually remind us that #éifility to adapt to change in an
unpredictable future and to learn new things arerggthe most important skills we can impart
to students, and that is exactly what a greatdibents education does.” And in her inaugural
address on September 21, 2014, Mary Hinton proeldirfAt Saint Ben's we are educating for
transformation. We are educating for leadership.af¢eeducating for communities. We are
educating global citizens for the democracy hethénUnited States and leaders equipped to
face multiple and complex challenges around thddvdYe educate students who have a passion
for service so that the education that we proueart is then utilized, by them, to empower and
lift up their communities. We are unabashedly arh arts institution and we commit to
illuminating that path.” Our presidents are emegdaaders in the national conversation on the
value of a liberal arts education, and we needetodnfident that our general education
curriculum is providing students with the best lddearts experience available. Implementing
innovative reforms could position CSB and SJU adées in liberal arts education and
curriculum design.

Strategic Directions 2020

Second, our institutions have just completed deggra plan for 2020, with the revision of the
Common Curriculum as a key component. Approvechey@SB and SJU Board of Trustees in
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May 2015, SD2020 calls for the liberal arts expseeeat our colleges to belaracterized by an
innovative and integrative curriculum that proviades students with the knowledge, skills,
experiences and values to meet their professiombparsonal goals and shape their civic
identity.” SD2020 identifies the redesign of oungeal education program as a critical strategic
priority. The plan statesDeevelop a new Common Curriculum that is purposefedjuential,
integrative, and cumulative across four years. idv® Common Curriculum will more
intentionally link departmental and general edwratiThe liberal arts will be foundational to all
majors and minors.”

Further, SD2020 calls upon faculty to create “idigeiplinary concentrations” that will
“leverage our unique academic strengths and digtime (e.g. our global focus or environmental
programs) to broaden opportunities and crederfbalstudents.” As we describe later in this
report, thematic course clusters can be part @il education redesign proposal that
facilitates integrative and reflective thinking thre part of our students.

HLC Reaccreditation

A third reason for implementing changes to the Cami@urriculum is the HLC Reaccreditation
process. Every decade, CSB and SJU engage instga{f and prepare reports to support
continued institutional accreditation by the Highearning Commission (HLC) of the North
Central Association of Colleges and Schools. Tloegss for renewal of accreditation has
begun, with a draft document due May 2016, thesexViassurance document completed by
August 2017, and a site visit by an HLC evaluat®am during fall 2017.

In the report of the Comprehensive Evaluation \siSt. John’s University in 2008 for the
Higher Learning Commission, the reviewers pointetd 6The new Common Curriculum has
learning outcomes, but a review of them, confirrbgdnterviews, suggests that many are too
broad to measure effectively. Individual coursethmprogram have participated in assessment,
but the team found that the process for assessingrgl education as a whole to be only in
nascent stages” (p. 5) The reviewers obviously canaesimilar judgment in its CSB report,
since the two institutions share a joint acaderaiciculum.

As we explain later in this report, a redesignhef general education program can include a
worthwhile assessment protocol, with student legymutcomes documented through rubrics
and e-portfolios (We explain rubrics and e-portislinPart B. While we won’t be able to
implement all of these potential changes prioh®riext site visit, a general education revision
plan will demonstrate significant progress on thstie.

SJU Learning Commons

While curricular redesign should not be compellgdrifrastructure projects, the construction of
a Learning Commons does offer another reason fpleimenting changes to the Common
Curriculum now. According to the institution’s oyanomotional materialghe SJU Learning
Commons “is designed for the kind of learning agathing essential to preparing our students
for their future.This exciting building combines flexible classrogrig latest technology and a
variety of informal social learning spaces. It vaitbvide faculty and students with the
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environment and the tools to fully engage in call@bive learning and innovative thinking.” As
we argue later in this report, the general edungirogram at CSB/SJU requires both a director
and a “home base.” It is critical to make progm@sgeneral education reform at the same time
the new Learning Commons is constructed, so thahew general education program can be
included in the planning.

The Expectations of Employers

Despite skeptical general public discourse abaivdiue of a liberal arts degree, employers
recognize the value of a liberal arts educationc&high-impact practices are often embedded in
general education curricula, another reason tseetvie Common Curriculum is the value that an
updated curriculum will provide graduates as th&eguane their roles as employees and citizens
in a global society. In his articl&General Education Reform Process: A National and
International PerspectiveTerrel L.Rhodes points out that “the needs denoted by eraa@nd
business leaders for broadly educated graduatepetent in applying their learning to real

world problems, has sharpened interest in organizaind delivery of general education” (2010,
p. 240).

Faculty may be understandably nervous when thenbssicommunity frames the value of a
general education curriculum with economic intes@stmind. Yet, the evidence demonstrates
that prospective employers valbeth practical skillsandthe habits of mind that make graduates
of liberal arts colleges intellectually curious aafule to adapt to changing environments. In
surveys conducted by Hart Research AssociatefiéoAAC&U, employers indicate that
colleges need to enhance their focus in the folgvareas: 1) written and oral communication,
2) critical thinking and analytical reasoning, B¢ tapplication of knowledge and skills in real-
world settings, 4) complex problem solving and gsial 5) ethical decision making, 6)
teamwork skills, 7) innovation and creativity, a8)dconcepts and developments in science and
technology (Rhodes 2010, p. 3). In recent surv@ygercent of employers believe that “critical
thinking, communication, and problem-solving a®ktare more important than a potential
employee’s undergraduate major” (“The LEAP Challeihd9), and nine of ten of those
surveyed say it is important to hire college gradsavho demonstrate intercultural skills, ethical
judgment and clarity, and the capacity to learn re@s and concepts (Hart Research
Associates, 2013). (For additional data on emplayt#iudes, sefppendix L)

Paul L. Gaston sums it up this way: “Never befaae there been so great a need for learned and
adaptable citizens capable of taking apart andnsteteding complex problems, of identifying
reliability and authority among the many sourcegédrmation, of appreciating the quantitative
realities that may lie beneath the surface, ofihigy creatively about solutions, of
communicatingo others the emerging results of their work, and/ofking with others to bring
solutions to practice. In short, what general etlanacan offer is what all students need to live

in a complex global society” (emphasis in origirZ0,10, p. 10).

Although it has been less than ten years since EBBlast revised its general education

curriculum, the previous reforms did not originatam the grassroots and the process was not
based on best practices as documented in thetliterads our institutions emerge as leaders in
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liberal arts education in the 2Century, it is imperative that we address genedakation
reform for the sake of our students.
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Part B: Vision and Design Principles for General Education at
CSB/SJU

B.1 The Vision and the Essential Learning Outcomes for General Education
at CSB/SJU

This report has noted the importance of developictgar vision statement for general education
at CSB/SJU. Terrel L. Rhodes suggests that “thequaeter to one-third of an undergraduate
degree that is devoted to general education oft&rasted if we cannot communicate clearly to
ourselves and to our students what the purposgsraral education are and should be” (2010,
p. 242). Similarly, in his article, “Principles 8trong General Education Programs,” Paul L.
Gaston argues: “First, strong programs embody apcess a clear vision for general education,
one grounded in an institutional commitment tolibaefits of a liberal education for all
students...Strong programs do not emerge by happeestéhey express the deliberate pursuit
of a design aimed at that institution’s vision ofell-educated graduate” (2010, pp. 17-18).
Articulating a vision for general education, theryst be the next step in the process of Common
Curriculum reform.

The CCVC presents the following working draft ofision statement as a place to begin
discussion and deliberation. The vision statemexs erawn from the discussions we had with
faculty at the faculty workshop and our departmmaaetings. We stress that this iwarking
draft, meant to help guide the discussion of the legroutcomes discussed in more detail
below. Once the learning outcomes have been adopeetllly expect that we will revisit and
revise this vision statement.

The CSB/SJU General Education Program reflectscounmitment to prepare our
graduates for a complex, changing, and intercoreetgtorid. Grounded in the liberal arts
and Benedictine values, our general education progencourages students to make
connections between their lives, their studies, thiett communities. Our general education
program provides students with high-level transideaskills, including critical thinking,
guantitative reasoning, communication, team and&geship skills and promotes desirable
learning traits such as curiosity, creativity, aogenness to new ideas. We produce
graduates who have the ability to continually regime and reinvent both themselves and
the world.

We hope that the vision statement will offer a uksfarting point for discussions about the
philosophy underlying our general education cutticuas we begin discussion of the learning
goals. Another helpful document is the AAC&U'’s sétEssential Learning Outcomes”
(referred to as the ELOs) which was developed asopa larger initiative, Liberal Education
and America’s Promise (LEAP). These can serveasttirting point for campus conversations
about learning outcomes for the general educatiogram. AAC&U launched LEAP in 2005 to
generate public discussion about the core leamingomes required for students in thé' 21
Century, and the ELOs emerged from a multi-yedodizge with hundreds of colleges and
universities about what students needed to ledra.HLOs are grouped into four main
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categories: knowledge of human cultures and thsipalyand natural world (through study of
the sciences and mathematics, social sciences,ritigsalanguages and the arts); intellectual
and practical skills (including inquiry and anassiritical and creative thinking, written and oral
communication, quantitative literacy, informatiagtetacy, and teamwork and problem solving);
personal and social responsibility (including cikiiowledge and engagement, intercultural
knowledge and competence, ethical reasoning amshaeind foundations and skills for lifelong
learning); and integrative learning (including degis and advanced accomplishment across
general and specialized studies) (8eeendix Efor a description of the Essential Learning
Outcomes).

B.2 The General Education Maps and Markers (GEMs) Design Principles and
Guidelines for General Education

In preparation for the 2015 AAC&U Summer Institote General Education & Assessment,
CCVC members reviewed design principles for genedlakcation as described in the
publication,General Education Maps and Markg2015). Part of the national project, General
Education Maps and Markers (GEMs), these desigrciples are: Proficiency, Agency and
Self-Direction, Integrative Learning and ProblemsBa Inquiry, Equity, and Transparency &
Assessment. Given their importance in the naticoal/ersation on general education reform
and redesign, we summarize the AAC&U design priesiphere, and then we present our own
principles based on our overall review of the dtare and what we believe will work best for
CSB/SJU. All quotes describing the AAC&U desigmpiples are taken from ti@eneral
Education Maps and Markepublication (cited as “GEMs”).

The General Education Maps and Markers (GEMs) DeBrninciples:
Proficiency

Definition: “ Colleges and universities should pider clear statements of desired learning
outcomes for all students.” General education shtpdovide programs, curricula, and
experiences that lead to the development of demaisist portable proficiencies aligned to
widely valued areas of twenty-first century knowgedand skill” (GEMs 2015, p. 3)

Questions to Consider:

» Are there clear statements of desired learningoos for all students at your college or
university? Are these expectations frequently epguiawith students?

» Does each course or experience that contributgerieral education clearly explain the
cross-cutting or transferable proficiencies it Betpudents develop? Are the assignments
transparently connected to the expected proficestci

» Do faculty and staff work intentionally and collabtively on the design of assignments
that effectively help students practice, develaoym demonstrate the cross-cutting
proficiencies that the institution has articulabedh for the degree and for general
education?

* Does faculty training and development, includingdontingent faculty, focus on helping
all students achieve proficiencies and designisggasents and assessments that allow
students to demonstrate their proficiency leveddPquestions from GEMs 2015, p. 14)
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Initial Steps:
» Draft a vision for general education at CSB/SJU.
* Revise the learning outcomes for the general egucptogram.
» Use the LEAP Essential Learning Outcomes (ELOs)thadegree Qualifications
Profile (DQP) as reference points and guidancestigth programs to ensure that
students develop 21Century proficiencies.

Agency and Self-Direction

Definition: “General education should play a calicole in helping all students understand,
pursue, and develop the proficiencies needed fok Wife, and responsible citizenship. Students
should be active participants in creating an edocal plan in which they identify and produce
high-quality work on significant questions relevémtheir interests and aims” (GEMs 2015, p.
3).

Questions to Consider:

» Are general education programs, curricula, coursed related experiences designed in
ways that clearly articulate for students how aiméme they can develop and demonstrate
proficiencies?

» Are general education programs, curricula, coursed related experiences designed in
ways that help students integrate and apply tkaiming to complex questions?

» Are new digital tools and resources used to prostddents with multiple opportunities
to participate in active learning environments ad pf their education?

» Can each student demonstrate and explain his @virebest or Signature Work (see
definition undemDesign Principle #4n section B.3 of this report, and Appendix G.

* Are e-portfolios and digital profiles used to ereabtudents to integrate and document
their reflections, Signature Work projects, andeotttemonstrations of proficiency and
work in various settings? (GEMs 2015, pp. 15-16)

Initial Steps:
* Develop e-portfolios so students understand andeggie the value of the general
education learning outcomes and how they have meet t
* Provide students with opportunities to develop &igre Work.

Integrative Learning and Problem-Based Inquiry

Definition: “Students should develop and demonstpbficiency through a combination and
integration of curricular, cocurricular, and comniwbased learning, as well as prior learning
experiences...Students should demonstrate profi@sribrough inquiry into unscripted
problems that are relevant to students’ interestisems and where a full understanding of the
problem requires insights from multiple areas afigt (GEMs 2015, p. 17).

Questions to Consider:

» Do students formally reflect on how proficiencies progressively developed and
demonstrated in different settings—for examplewieen and among courses and in
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cocurricular activities, communities of practicedaction, virtual networks, internships,
service learning experiences, and prior experieéhces

» Are faculty members mindful of and able to helpdstuts productively connect with
multiple communities, within and beyond higher eatian, to achieve their learning
goals?

* Does the general education program clearly maparde students along integrative
curricular, cocurricular, and experiential pathw#yat progressively develop
proficiencies?

» Is faculty development building the capacity ofutg to work across disciplines?
(GEMs 2015, pp. 17-18)

Initial Steps:

» Develop curricular maps to indicate where proficies can be achieved in the CSB/SJU
general education curriculum.

* Design “interdisciplinary concentrations” or thematlusters of courses that address
topics and problems from a variety of disciplinperspectives. Incorporate high-impact
practices into these clusters so students havepteuttpportunities to practice critical
skills at different levels. Integrate the clusteosicentrations with the revised general
education curriculum.

» Incorporate FAE into general education course aesigstudents have opportunities to
reflect on these experiences.

» Devote some FDRC grant resources to support famdtiking on thematic clusters.

Equity

Definition: “General education programs should beigy-minded in design and
implementation...General education programs showdrce practices and policies that are
aimed at achieving the full spectrum of learningcomes for all students regardless of their
backgrounds” (GEMs 2015, p. 19).

Questions to Consider:

* Do curricular materials and assignments take intmant students’ identities, lived
experiences, and needs?

* Is there ongoing examination of campus environmantsattention to whether all
students feel welcomed, supported, and helpedhieaag their goals?

» Do organizational policies and structures suppguitable change, including faculty and
staff development, to eliminate practices and stmat barriers that work against equity?
(GEMs 2015, pp. 19-20)

Initial Steps:
* Ensure that high-impact practices such as intepssisiudy abroad, and undergraduate
research are available to all students.
* Provide faculty development and training so indstgscan meet the needs of a changing
student population.
* Monitor student progress through the general edwtarogram, and identify areas of
weakness.
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Transparency & Assessment

Definition: “Students, faculty members, and oth@ksholders should understand what
proficiencies are being developed in any generataiibn program, course, or activity, and how
these proficiencies can be demonstrated at keystaoiles in students’ progress toward the
degree” (GEMs 2015, p. 21)

Questions to Consider:

» Are there shared, rubric-based assessments, sticd ase of VALUE rubrics, to provide
a means for responding to students’ individual leeé development to ensure quality
and achieve equity?

» Are there faculty development opportunities regagdissessment that include a focus on
the role of digital tools and learning environmentassessment?

* Does the institution widely share these reportsfegback on them, and use them in
faculty and program development and dialogue witdents and other stakeholders to
improve results? (GEMs 2015, p. 21)

Initial Steps:
» Assign a Director of Assessment to oversee asses@hthe general education program.
» Create a culture of assessment that is meanirgfakculty and students, with assessment
data used to for program improvement and to helgesits achieve the learning
outcomes.

We have incorporated these five AAC&U design ppies into a set of vision and design
principles for general education revisions at CSBISvhich we describe in the following
section.

B.3 Recommendations for Vision and Design Principles Based on a Survey
of the National Scholarship on General Education Reform (The “What” of
General Education Reform)

Design Principle #1: Make High-Impact Practices Purposeful and Integrative.

Models should continue to utilize and improve higipact educational practices, but do so in a
way that is purposeful and integrative, providiigdents with multiple opportunities to improve
their skills.

Earlier in this report we summarized the high-imtpaducational practices promoted by
AAC&U: First Year Seminar and Experiences, Commuaellectual Experiences, Learning
Communities, Writing-Intensive Courses, Collabarathssignments and Projects,
Undergraduate Research, Diversity and Global Legrréervice Learning and Community-
Based Learning, Internships, and Capstone CourgkPRmjects. According to reports conducted
by the National Survey of Student Engagement (N&Bk)ents typically participate in fewer
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than two of the high-impact educational practiéesC&U has done its own studies and found
that, on average, students engage in between 2 @n8) HIP. (SchneideL,iberal Education
2015, p. 10). Although data on CSB/SJU studemsisvailable, we expect that the number is
much higher here, as many of these practices sradyl embedded in our curriculum.

But student exposure to some of these practiceb, @ writing-intensive courses or courses
with collaborative assignments, is often assumetrar assured. This is a situation that is
typical of curricula based on a distributional/ékee model. Derek Bok confirms this in his
book,Higher Education in AmericadFor example, faculties assume that studentsdeelop
oral communication skills and acquire an adequiaie education simply by completing the
four-year undergraduate program, or that competemg®ral reasoning or expository writing
can be attained in a single course, or that thalubges (along with other aims, such as
development of ‘global awareness’ or quantitatikiélsy will be achieved if the faculty is urged
to incorporate the necessary material into thasteg courses” (2013, p. 174). These
assumptions need to be challenged.

In addition to offering high-impact practices, weed to make certain that students have
multiple, repeated opportunities to practice thB@search also shows that high-impact practices
are most desirable when eight key elements ararfsht

» Performance expectations set at appropriately lleiggtls

» Significant investment of time and effort by stutteover an extended period of time

* Interactions with faculty and peers about substantiatters

* Experiences with diversity

* Frequent, timely, and constructive feedback

» Periodic, structured opportunities to reflect amegrate learning

* Opportunities to discover relevance of learnin@tigh real-world applications

* Public demonstration of competence (Kuh and O’Ddrgéd.3, p. 10)

As noted earlier, one of the strengths of the C3B/6ommon Curriculum is its heavy reliance
on high-impact practices. We feel the HIPs sholdd he a feature of a revised curriculum
design, with assurances that students have enedbete practices in their coursework
throughout their years in college. Reform effoftedd also focus on enhancing the two HIPs
not currently emphasized in the Common Curriculumsr@on Intellectual Experiences and
Learning Communities. In the feedback provided @/C, faculty requested more opportunities
to include these kind of learning experiences @rtbhoursework.

Design Principle #2: Consider Alternatives to the Distribution Model.

Models should consider alternatives to the disttitou or “cafeteria style” model of General
Education.

The Irvine Group, a collection of former universagnd college presidents and chancellors,
released a report summarizing their review of mfm the 1980s, stating: “Over the past
decade, undergraduate renewal has relied on clarrigatterns that have not worked well.
Outmoded distribution requirements, for exampleemgtstudents select courses from broad
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academic fields have failed to accomplish whanisnded. These courses amount to electives,
not general education. For too many undergradutites,educations do not fit into a coherent
whole, and the distribution of courses is more tiegly the result of campus political
considerations than of educational ones” (cite@imte 1994, p. 171). Although the Irvine
Group reached its conclusions a quarter of a cgrigo, many general education programs—
including ours-- still adhere to a distribution nebtiorganized mainly as an a la carte menu of
disconnected survey courses” that “falls far sbérts intended horizon-expanding
purposes...students too often find that their braagleoeral learning is fragmented, incoherent,
and frustrating” (Schneider, “Foreword,” 2015, p. v

We agree that a “check the box” system, which sttedare eager to finish quickly in their first
two years of collegetoo often results in uncoordinated coursework tloegs not directly
address student’s interests and needs, does ttrydidevelop proficiencies necessary either
for work or for citizenship, and is unclear aboegults” General Education Maps and Markers
2015, p. 6). Therefore, we encourage modelersnstoact a curriculum that moves away from
this approach if possible.

Design Principle #3: Follow Learning Outcomes Endorsed by the Joint Faculty
Senate.

Authors of models are expected to demonstrate hew turriculum designs fulfill the learning
outcomes discussed by the faculty and approvetdyaint Faculty Senate. At the 2014 Fall
Faculty Workshop, we asked participants to desdtibdeatures of a CSB/SJU graduate. In their
own reform process, authors Roseanne M. MirabeltbBNdary M. Balkun asked a similar
guestion: “Rather than focusing on content, wedkatito focus on student outcomes, posing the
guestion that would guide our work over the cowfsgeven years: ‘What do we want our
students to become?’ This broad question permigedty to engage in conversations about
general education and the purpose of a liberaleaitgation without raising concerns about
departmental courses or hires” (2011, p. 217).

At Alverno College, “the general education progriarbetter seen less as a distribution system of
content arranged as a compromise among competatgasc interests, and more as a way to
arrange the teaching and assessment of studeninigautcomes that we think are crucial”
(Riordan and Sharkley 2010, p. 203). We think t@e type of conversation is possible at
CSB/SJU, and we expect those who design curricahadels will be guided by the learning
outcomes approved by the faculty.

Design Principle #4: Focus on “Connections.”

Curriculum designs should make the General Edungtimgram more coherent, intentional,
and cumulative.

At the 2014 Fall Faculty Workshop, Lee Knefelkanginped out that students often perceive
general education as a “collecting of dots” expereerather than a “connecting the dots”
experience. In a candid assessment of the under@eadeneral education requirements at his
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own university, professor Mark Bauerlin framedhitstway: “Let’s be honest about how it
appears to 19-year-olds. They see such an ‘arofgigneral education courses] as merely a
bunch of random, disconnected courses outsidetigor. The courses they finish don’t cohere
into a ‘core’ or a ‘common experience.’ They'retjasbunch of heterogeneous hoops to pass
through” (quoted in Gaston 2015, p. 12). While¢herent Common Curriculum is focused on
course collectingthe new general education program should be é&mtosmaking connections

In the literature on reform, it is widely arguedtta general education curriculum should be
coherent and integrative. For example, Paul Gastdas in 2015: “Students must be able to
understand how its different elements fit togethery they contribute to degree-level learning
outcomes, and how they offer preparation for furdtady and career advancement. As general
education enables students to demonstrate assegsafitiencies, cumulative understanding,
and improved discernment, students will stop tmgkef their general education requirements as
something to ‘get out of the way’ and perceive thestead as a means to achieving genuine
intellectual growth” (p. 17) Bobby Fong concurgg@ng in his essay, “Liberal Education in the
215 Century”: “...liberal education is not achieved lkihg any number of classes, but rather by
intentionally patterning courses of study that larid synthesize ways of knowing and doing”
(2004, p. 12).

A curriculum that places students on intentionghpays to growth will prepare them better for
meeting the challenges they will face after theadgate. “A further accomplishment, which
every institution would surely hope for, would &t students experience those discrete classes
not as isolated and unrelated experiences butegral parts of a coherent whole,” writes Marc
Lowenstein. “Students who achieve this can undedstiae ways in which these parts
complement, contrast with, and support each othéhaw they all contribute to a meaningful
understanding of the world. These students with &ls more intentionally aware of the
transferrable skills their institutions want theondievelop but which are often lost sight of amid a
focus on content in their courses. The integratehoew and enhanced intentionality,
furthermore, create the best possible platformafbietime of learning since they provide a
context for new experiences and ideas as theyrm@uatered” (2015, p. 121).

There are a number of possible ways “connectioag’i® made in the general education
curriculum:

a) Make General Education Coherent by Scaffolding Courses.

Curricular pathways should be established thatiatentional, sequential, and scaffolded to
allow students to enhance their skills as they msg through the curriculum.

The Common Curriculum has two “bookend” experiereB¥ S and the Ethics Common
Seminar. What happens in between is often randoth litle intentionality or developmental
logic. Instead, courses should be arranged in pefpg sequential pathways that allow for
repeated practice of core skills and proficiencies.

General education programs like the Common Cunriouhre often arranged as a collection of
single course experiences, but the literature disges this approach. “The underlying approach
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to general education learning reflected in the utatton model of the last century—if students
need to write, take a writing course; if studergsdhethical reasoning, take a philosophy course;
if students need global understanding, take a eowith an international focus—is no longer
adequate,” Terrel L. Rhodes writesGeneral Education and Liberal Learnimg 2010. “The
research on cognitive development, deep learnimgj@astery supports the value of intentional
approaches to learning that are iterative, recgriimcremental, and progressively more
challenging as students move through their educalticareers. There are benefits to approaches
that provide students with multiple opportunitiesapply their learning to new, unscripted
problems, and that are scaffolded in ways thata#itudents to develop their skills and abilities
in intentional ways” (p. 5).

In the Common Curriculum, we assume students geaetriting, discussion, and oral
communication skills beyond FYS but nothing in tlesign of the curriculum assures
proficiency in these skills. This is the same gditraPortland State University faced before they
redesigned their general education curriculum. “Wber students reach the upper-division
level, we expect them to have been prepared thrthajhlower-division work to be able to
frame questions, identify and examine relevantioaigsource materials, and produce a paper,
project, or experiment which demonstrates advaacademic ability,” writes Charles R. White.
“Yet, our upper division courses are filled withrmeajors seeking to fulfill the distribution
requirements but often without sufficient backgrduo grasp the material and meet the
performance standards expected. While many oftodests do remarkably well, we faculty
often express dissatisfaction with the performasfaaur students. Students, on the other hand,
express dissatisfaction, frustration, fear, andasmnal anger that they seem to have missed
something important along the way and are not advedoje to meet the expectations placed upon
them” (1993, p. 169).

If the curriculum was scaffolded so that studerts tepeated, multiple opportunities to practice
skills and habits of mind, at carefully sequenced &tcheted levels of challenge, then students
could be better prepared for advanced coursewdris. foint is emphasized by Ann S. Ferren in
her article, “Intentionality,” in 2010: “Strong pgoams...emphasize above all student
understanding of the scaffold of learning builoiingh a sequence of related courses and
cumulative experiences” (p. 29). Karen Maitlandiflioy and Dwight Smith suggest:
“Increasingly, faculty members are recognizingithportance of ‘scaffolding’ in the design of
curricula. Teachers of writing have long argued tha complex skills and competencies
required by a new century develop only throughengental emphasis, but we have come to
realize that all essential learning develops malst through work that is cumulative,

integrative, and reflective...Dated notions of speautcomes attached to ‘my course’ for ‘my
students’ have in strong programs given way to eaaes on partnering to achieve a cumulative
impact” (2010, p. 34). The research demonstrai@sstindents benefit from programs that
scaffold learning opportunities over time. Afteitial exposure to a particular learning objective
or proficiency, students have additional opporiesifor practice, reflection, revision, feedback,
and improvement. This may require that studentspei® coursework that addresses each
learning outcome more than once.
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b) Integrate General Education with the Majors.

More explicit connections should be made betweeerrgéeducation requirements and the
major. General education should be integrated i majors.

General education and the major are often seeepasate programs. Instead, revised curriculum
designs should seek ways to integrate general 8dn@nd the major. General education
courses “must prime the student for the learningpn@aograms offer. Similarly, the major must
act in concert with general education by placinig&an general education proficiencies and by
enabling students to continue to develop those@eoicies” (Gaston 2015, p. 17). That way,
general education programs are not solely resplenfsibthe development of student skills.

Explicit connection between general education cesiesad the major is consistent with the
previous point of intentionality and sequentiakieag. As students “develop in stages and move
from lower to higher levels of intellectual devefognt,” they accumulate deeper knowledge and
master skills that require them “to connect anddfer learning from one assignment, course, or
experience to others in a learning progressionréibee, some ability to synthesize learning
across disciplines, across general education anch#jor, and between the curriculum and the
cocurriculum is needed” (Sopper 2015, p. 143).

Also, when general education learning outcomesamneected to majors, students begin to
appreciate the relevance and importance of theierge education coursework. Peggy Maki
explains in 2010: “Orienting students to generalcadion outcomes and continuing to connect
students to these outcomes in their major prograstidy contribute to students’ ownership of
this core learning, as well as to their deepenetérgtanding of the relevance of general
education” (p. 46).

However, a “connection” should not be assumed sirhptause a department offers a course
that serves both as an introductory course to tgemand as a disciplinary designation in a
general education curriculum. Increasingly, scheotdrgeneral education have questioned this
approach. In his article, “Tensions and Models en&al Education Planning,” Robert R.
Newton argues: “The curriculum is drawn from theciplines because the disciplines contain
the knowledge future citizens will require. Buthrat than, for example, giving students a
rigorous introduction to basic chemistry, a genetalcation course should develop an
understanding of what chemistry is, how it intetpr@nd shapes the modern world, and what
critical challenges it poses to humanity. The dlbyeds not to train a scientist but to educate
graduates with the scientific literacy essentidbéceffective citizens” (2000, p. 175). Many
outside programs have policies that prevent degantsnfrom counting introductory courses to
the major as general education requirements. Fample, at Temple University, general
educatiorcourses may not brequiredintroductions to a specific major or minor. (Atriigle, a
Gen Ed course may be accepted by a major or minfoitftll elective requirements.) General
education models should consider ways to integrateral education and the major but may
need to reconsider the logic of disciplinary requients, especially those met by introductory
courses to a major.

51



c) Establish “Interdisciplinary Concentrations.”

Connections should be made across disciplines cesfyethrough “interdisciplinary
concentrations” or thematic clusters.

SD2020 calls for the development of “interdisciplip concentrations” of courses linked
thematically by topic across a variety of discipbnThe literature often refers to these course
groupings as “thematic clusters,” and they are jotexhas effective ways to enhance
interdisciplinary learning. For example, Charles/fhite writes: “The research supports an
interdisciplinary, thematic approach, more tighgtyuctured clusters of courses, and an
interdisciplinary core, use of mentored clustexsemsion throughout the four years, linkage of
the program to articulated goals” (1994, p. 191).

Generally clusters function as groups of 3-4 cautkat focus on a single topic approached from
a variety of disciplinary perspectives. At Nebraskasleyan University (NWU), a private liberal
arts university in Lincoln, Nebraska, faculty rettgmeplaced many of the old distribution
requirements in their general education prograrh aiit integrated core in which students
complete two course “threads.” Part of their “Ar@ws” program, each thread is a series of three
courses linked by a common theme of significanoe.example, at NWU there is a “global
warming” thread that includes courses in Biologggksh, and Political Science. “While the
individual courses are still based in discreteigistes, the connections between these
disciplines are made explicit as students apprtaelsame issue in each class with a different
set of perspectives and problem-solving tools” (‘lAtegrative Approach,” 2013, par. 2).

Santa Clara University (SCU) has “Pathways,” whitddlude thematically linked courses across
the university’s curriculum. The process beginthatend of the sophomore year. Twenty-four
Pathways are offered, on topics ranging from Snoatality, Applied Ethics, the Digital Age,
Beauty, and Democracy. Students complete a seteatifour Pathway courses, with no more
than two from the same discipline. At SCU, Pathwayrses can overlap with other general
education requirements or requirements for the n@jminor. In addition, students are asked to
complete a reflective essay on their own, demotistrdiow they have integrated ideas from the
various courses (“Encouraging Integrative Learrii@gg13).

CCVC sees thematic clusters as a way of connedtsaiplines with the general education
curriculum in ways that encourage and supportdigeiplinary cooperation. The instructors of
these courses can work together to set objectorethé clusters that advance student
understanding of a particular issue, question pict&urprisingly, this is often overlooked, even
in programs that have clusters in their curricAl@eneral education task force at Penn State
University recently conducted a benchmarking attito determine how a range of institutions
used “themes” in their general education prograkitough their search was not exhaustive,
they only discovered one program (at AppalachiateStniversity) that appeared to mandate
that faculty teaching within a theme had to worggeither to ensure integration among courses (a
feature we believe is critical to the success efdlusters).
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While clusters offer the opportunity for team-teiacfy this would not be necessary for them to
be successful, as long as faculty development fwede available so instructors of courses in
the cluster had opportunities to work with eacleotio plan the design and integration of the
clusters. Clearly, the development of “interdisiciplty concentrations” at CSB/SJU is an
opportunity to make our general education prograstingtive.

d) Demonstrate Integrative Learning Through “Signature Work.”

Students can demonstrate Integrative Learning aidblém-Based Inquirthrough “Signature
Work.”

The focal point of AAC&U’s LEAP Challenge is theitature Work” project. With Signature
Work, each student accomplishes a project on afisignt problem over the course of a semester
or longer. Signature Work can be a research pragecapstone experience, a service learning
project, or another form.

These are the characteristics of Signature Worjeptsx

» The work requires student agency and independshwdents choose the topic, form the
project, and complete much of the work indepengentl

* The work occurs over the course of a semestetarger period of time.

* The work must address “big problems”—real-worldipems that matter to the student
and to society.

* There is a reflection component in the work.

* There is the expectation of significant writing.

» Students work closely with a faculty mentor.

* The work is interdisciplinary.

» The work should demonstrate cumulative and integrd¢arning across specialized and
general studies.

» It can take many forms: major research projecérirghip, creative project, etc.

* Many students use e-portfolios to present and exfta work.

As noted earlier, the Common Curriculum alreadizets many high-impact practices such as
experiential learning. Beyond the general educatguirements, students participate in
capstone courses and have internships. However 8ARAELgoal is to make Signature Work
“essential and expected, rather than availableogtional.” Also, AAC&U envisions Signature
Work as more purposefully integrative and interghlscary, and involving substantial writing
and reflection.

One interesting possibility is to make Signaturerkfarojects a feature of the new
“interdisciplinary concentrations” mentioned abarel required by SD 2020. These clusters of
courses could be arranged so students are exgeqgbeaduce a significant written essay that
incorporates each of the disciplinary perspectomsred in the cluster. Each student might then
be expected to deliver a public presentation oféselts of the project, demonstrating how she
or he integrated the various perspectives as tkeyimed a significant problem. The work could
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then be part of the student’s e-portfolio. (Foreaample of how Signature Work could be
incorporated into a general education curriculueeAgppendix G “Sample Guided Pathway
with Signature Work.”)

e) Improve Connections with Activities Outside the Classroom.

Improved connections should be encouraged betwesnteand activities outside the classroom
and the General Education program, including refilee on Fine Arts Experiences in general
education courses.

Often, the general education curriculum is designasdolation without considering its linkage
to the co-curriculum, but this contravenes the eglaf the literature. In their article, “Learning
Outside the Box: Making Connections Between Co-iCular Activities and the Curriculum,”
Myra Wilhite and Liz Banset describe the importanténking the co-curriculum to the
curriculum: “Students have much to gain from thegnation of co-curricular activities into the
curriculum. In out-of-class experiences, studesnsl tto take greater responsibility for their own
learning; they learn from one another as well ag finstructors. In addition, co- curricular
activities promote personal growth, physical anchtalehealth, academic achievement, social
and cultural awareness, and help students formsleid- and long-range goals” (1998-99, par.
7). There are diverse co-curricular activities aadvzices at CSB/SJU, including athletics,
counseling, career services, student activitieaspees recreation, intercultural and international
student services, campus ministry, upward boundntation, health promotion, campus
conduct, student human rights, the Institute fomv#a’s Leadership, and the Men'’s
Development Institute, as well as numerous acadew@ots.

Even within the curriculum, the Fine Arts Experiefl€AE) requirements are not always
integrated into coursework. There are not enougiodpnities for students to discuss their FAE
experiences and make connections with course rahtBtudents resent requirements without
purpose, as indicated in the student feedbackwedelf students had to reflect on these
experiences in the context of a course, it is Yikbey would understand their relevance and
importance.

While there are numerous strengths of CSB/SJU caealar programming, there needs to be
more purposeful and intentional integration ofaalivities in the general education curriculum,
including the speakers, conferences, and otheratadckvents that occur outside of the
classroom. In the feedback provided to CCVC, sttedlerpressed interest in having these
activities better integrated in their coursework.

Design Principle #5: Consider Equity in Curricular Design.

While the composite academic profile of new entp@EB and SJU students has been stable in
recent years, many of the social, cultural, andheooc characteristics of our new students have
changed, according to an environmental scan corplat the CSB/SJU Strategic Directions
Council in preparation for SD 2020. According te tleport, the most notable change has
occurred in enrollment of students of color. I 2013, students of color comprised 18% of all
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new students at CSB and 16% of new students att8éWjghest number and proportion ever at
each institution. Since fall 2009, the number ofrstudents of color has nearly doubled at CSB,
and increased by two-thirds at SJU (Strategic Dimas 2020 Environmental Scan, p. 12).

As noted in the Strategic Directions 2020 EnvirontakScan, new students of color at CSB and
SJU “are significantly more likely than their pegwscome from families without a college
experience. In fall 2013, 42% of all new enteritgents of color came from families where
neither parent had any education beyond high sckady 40% of all new students of color
indicated that at least one of their parents hadesba bachelor's degree, compared to 80% of
new white students. In part a reflection of lowardls of family educational attainment, students
of color at CSB and SJU also are highly overrepreseamong lower income students. There
are wide gaps in entering test scores, as well.alleeage ACT composite score for new students
of color at CSB and SJU in fall 2013 was 22.5, cared to 26.1 among white students” (p. 12).

While the composition of our student body is chaggiwve have not made corresponding
changes in our general education requirements.i$ hisfortunate, given the intersection of
equity-related issues and general education pegamudydelivery. As the AAC&U contends,
“General education programs should advance prac#iod policies that are aimed at achieving
the full spectrum of learning outcomes for all €uts regardless of their backgrounds” (GEMs
p. 3). Keith Witham and his colleagues point oute ‘cannot address equity in higher education
separately from core educational design. Rathemwst make equity a key framework for any
reform—one that is explicitly and deliberately weddo the goals for educational excellence
and student achievement” (2015, p. 1). In particwl@ must “consider the ways in which the
content of our general education curriculum empswéudents who have experiences
marginalization and instills in all students theowiedge, values, and ideals that are crucial to
counteract the economic and racial polarization ttiv@atens our nation” (2015, p. 1).

For example, research shows that racial and ethimorities, as well as first-generation college
students, often do not participate in as many Imgpact educational practices as majority
students (Finley and McNair 2013). Data on theip@dtion and success rates of CSB/SJU
students of color and first-generation studentgeeslly in relation to HIPs, FYS, and the
Common Curriculum, needs to be generated. Fortlynabe colleges have made a commitment
in the strategic plan to provide opportunities igtdrically underserved students. SD 2020 states:
“Secure new resources to ensure that student$ mikains are able to participate in study abroad,
internships, student research, service learningcantlrricular activities.” In addition to
resources, we need to consider how curriculum desag affect the participation and
performance of these students.

Design Principle #6: Establish an Assessment Plan.

Models should have an assessment plan to demam#iatt students have achieved the learning
outcomes.

CSB/SJU has made efforts to assess our generadtamucequirements. Results from the 2013

administration of the National Survey of Studeng&gement indicate that, when compared to
students at institutions in the same Carnegie ifilgatson, our First-Year students’ average
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evaluation of the collaborative learning environtnamd the quality of interactions were
significantly higher. On the other hand, when coregddo their peers at similar institutions

within the same Carnegie class, the average ofFourth-Year students’ evaluation of effective
teaching practices was significantly lower. The Ch#s been administered at CSB/SJU every
year since 2007-2008. In the 2009-2010, 2011-284@,2012-2013 administrations, our
institutional value-added scores were lower thanpaer CLA institutions. In the 2007-2008,
2008-2009, and 2010-2011 administrations, ourtutsdnal value-added scores were higher than
our peer CLA-comparison institutions. In additicontinuous progress is being made, though
assessment workshops and faculty and staff resdarofeasure student learning in the
experiential, gender, and intercultural coursethefCommon Curriculum.

However, the process for assessment of the Commainc@um needs to be reconsidered. In
the report of the Comprehensive Evaluation VisistoJohn's University, October 13-15, 2008,
for the Higher Learning Commission, the evaluaterognized the difficulty of assessing the
Common Curriculum learning goals: “While the newn@oon Curriculum has learning
outcomes, based on interviews and a review of theomes, the team believes that many of
them are too broad to be measured effectively.t&am recommends that the institution develop
a process for assessing the Common Curriculunwiayathat more clearly measures student
learning and then use that information to imprawelent learning” (p. 15, the same quote is in
CSB report). As models of curricular reform are éleped, efforts should be taken to ensure that
they are supported by sound assessment practmee faculty have adverse reactions to
assessment efforts, but as Jeremy D. Penn pointis bis article, “The Case for Assessing
Complex General Education Learning Outcomes,” “Degisafor accountability are not always
unreasonable” (2011, p. 12).

Fortunately, much work has already been done tcerttak assessment of general education
learning outcomes more reasonable. For exampl&d AU has collaborated with faculty
from over 100 member institutions to crest®lLUE Rubrics (Valid Assessment of Learning in
Undergraduate Education) that enable instructorsgasure and document student
accomplishment on 16 learning outcomes: inquiry amalysis, critical thinking, writing,
integrative learning, oral communication, infornoatiiteracy, problem solving, teamwork,
intercultural knowledge, civic engagement, creathieking, quantitative literacy, lifelong
learning, ethical reasoning, global learning, agabing. The VALUE rubrics help institutions
assess accomplishments across stages that areglaealtally more challenging as the students
progress through the curriculum. “VALUE represemiany view, a real breakthrough in the
assessment of college student learning,” writes Jlllivan. “Such a system of learning
outcomes assessment can provide continuous impentamstudent and institutional
performance, while at the same time providing Widence of student learning that those who
finance and subsidize American higher education—fasy government, and charitable
donors—deserve” (2015, par. ). For an example efairthese rubrics, ségpendix K

While attending the 2015 AAC&U Institute, CCVC meenb were introduced ®-portfolios as

a tool used by many institutions to collect assesdrdata and to enable students to compile the
work they have done to meet the learning outcorhesgeneral education program (Chen 2015).
E-portfolios are “digital repositories of studeaaining artifacts selected by the students
themselves” (Peden 27). While new to us, the usepadrtfolios is a national trend that offers
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student opportunities to integrate the learningy theeve achieved over their college career, in
multiple disciplines and in the cocurriculum. RydoLawhon and Loraine H. Phillips describe
the benefits of e-portfolios ifihe Journal of General Educatiom 2013: “Aside from reforming

the curriculum and undergraduate experience, taetis-portfolios is also an option for looking
at across-discipline learning outcomes in geneatatation. With e-portfolios, students have the
opportunity to reflect on their work, and instrust@an assess whether certain general education
learning outcomes have been demonstrated baséx @tutdents’ work” (p. 206). Writing in
Liberal Educationn 2015, Wilson Peden emphasizes the value ofrégtios in promoting
reflective thinking on the part of students aboavhthey will or have fulfilled the general
education learning outcomes: “As they select repriadive learning artifacts, students must

think deeply about the college’s learning outconties degree to which they have achieved these
learning outcomes, and which assignments are reqmas/e of these achievements...Like
capstone projects, e-portfolios facilitate inteyathinking, prompting students to draw together
strands of learning from a range of disciplines fxath the cocurriculum” (p. 27).

We are similarly enthusiastic about the potentia-portfolios but agree with the literature that
the emphasis should not be on presenting studeatrgtishments to employers. Rather,
students should use e-portfolios as “tools for peasreflection in their learning” (Peden 2015,
p. 28). With the proper training beginning in FY$8ydents could learn to archive work, select
work samples, and begin the process of reflectmtheir work in a way that demonstrates they
are intentional and reflective about their learramgl self-aware of the transformation facilitated
by the general education program.

Design Principle #7: Re-Brand General Education at CSB/SJU.

Models should consider the re-branding of genedalaation and the “Common Curriculum.”

At the same time or following adoption of a curtarumodel, a name should be given to the
general education program that better describdsatsres, components, or purposes. Currently,
although its name suggests common experience$Ctramon Curriculum” is largely a
distribution model and students can move through very different ways. Also, as currently
named, the Common Curriculum may be a recruitialility. Admissions staff told CCVC that
prospective students and their parents often perd¢bhe “Common Curriculum” to be ordinary
(and potentially irrelevant). The current “brandimd the Common Curriculum encourages
guestions about how quickly the requirements cacodbepleted or how many college
preparatory courses can substitute for generalagiduncrequirements. The ter@ommon
Curriculum suggests that our program is like exather general education curriculum.

Admittedly, the terms used in the general educditerature are not inspiring either. Eric R.
White reports this problem in 2013: “Starting witie words that have been used to identify that
part of the curriculum beyond the major, the chrjkes are obvious. The tegeneral education

is so vague that it defies definition and actuallyjtes criticism.Liberal studiesas an

alternative, has proved unworkable in an era wteammeanings that are less than positive have
been applied to the wotiberal. Even the termsoreanddistributionalprovide little insight into
the nature of this part of the curriculuBreadth versus deptiso shortchanges general
education, since depth has become the endgameeaudtiv has been reduced to superficiality”
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(p. 139). Still, we believe our general educatioogoam could have a name that is more accurate
and that communicates distinctiveness.

Design Principle #8: Ensure Students Can Graduate in Four Years.

Finally, one of the assumptions we are makingas pinoposed design changes to the general
education program do not make it impossible fodstiis to graduate in four years. Model
designers should keep in mind that the generalaaucprogram will not be able to accomplish
everything—this is why the program must be integplatith the majors, so that the burden of
providing high-impact practices does not fall spl@bon the general education program.

B.4 Case Studies of Success

Some colleges and universities have adapted thesEEIn@ added features to showcase program
distinctiveness. For example, Clark University’sigeal education program embraces the ELOs
but adds a fifth learning outcome: “Capacities i€&ive Practice! /Including creativity and
imagination, self-directedness, resilience andigiensce, and the abilities to collaborate with
others across differences and to manage complandyuncertainty.” According to the

program’s webpage, “These are demonstrated bycapioin of knowledge and skills to issues of
consequence and by emerging membership in largemecmities of scholarship and practice.”

In the general education literature, Portland Sthtrersity is often cited for having an
innovative program, in part because they were dileedfirst institutions to move away from
distribution requirements when they adopted reformk993. According to Charles R. White,
PSU adopted the following as the statement of mefdor general education: “The purpose of
the general education program at Portland Statedusity is to facilitate the acquisition of the
knowledge, abilities, and attitudes which will foarfoundation for lifelong learning among its
students. This foundation includes the capacitytargropensity to engage in inquiry and
critical thinking, to use various forms of commuation for learning and expression, to gain an
awareness of the broader human experience ancMit®ement, and appreciate the
responsibilities of persons to themselves, to @dlclr, and to community” (1994, p. 177). From
that vision statement, PSU developed the seveasiileg goals, each with attendant strategies
(seeAppendix Jfor the text of the “Purpose and Goals for GenEdalcation at Portland State
University”).

Derek Bok presents another list in his widely cibedk, Our Underachieving Colleges
Acknowledging that “any useful discussion of undadyate education must begin by making
clear what it is that colleges are trying to achiefp. 58), Bok proposes several aims that he
considers especially important—the ability to conmicate, critical thinking, moral reasoning,
preparing citizens, living with diversity, livingnia more global society, pursuing a breadth of
interests, and preparing for work (pp. 67-81). Aligh he complains that universities are often
fixated on the general education curriculum, Baddgegories could be incorporated into both the
learning goals of a general education program adwidual majors.
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In reviewing the learning goals at other institatspCCVC members were impressed with the
general education program at Alverno College, whilslo has been lauded for their innovative
curriculum. Alverno’s core curriculum is based aghe abilities: communication, problem
solving, analysis, valuing, social interactioneetive citizenship, developing a global
perspective, and aesthetic engagement. After dewvgjdhe eight abilities as the learning
outcomes in the curriculum, Alverno faculty askedavithe abilities might look at different

levels of a student’s progression through coll&gesed on the desire to think developmentally
about student learning, the Alverno faculty artataetl six levels of learning for each of the eight
abilities (a description of the eight abilities ahé corresponding levels is includeddppendix

).

Again, we must emphasize that the goal is not fwoithanother program. These examples are
provided to generate ideas that might inform oun egvision of the Common Curriculum
learning goals. As our timeline indicates, we \ibist campus conversations and workshops on
the learning goals, with CCVC drafting revised gaheducation learning goals for
consideration during the spring semester of 20X1®&eQhe faculty approves the vision and
revised learning outcomes for general educationy C@ill invite colleagues to submit targeted
suggestions for improving the general educatiog@m on these campuses. In addition, CCVC
will invite campus teams to propose curriculum nmed@sed on the learning outcomes and the
vision and design principles established in thpore(pending an endorsement from the Joint
Faculty Senate). The next section of the reportriass this plan in detail.
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Part C: Making It Happen

C.1 CCVC and Faculty Governance

The need for general education reform at CSB/S3Hupgorted in the previous sections of this
report. Most importantly, input from CSB/SJU faguistakeholders, and mission statements
have provided the groundwork to begin discussieganmding the needs and outcomes of a
revised general education program at CSB/SJU. ditiad, an extensive amount of current
literature on general education, data from the seagressed by employers in industry and
corporations, and discussions with AAC&U facultydasther institutions undergoing reform at
the 2015 AAC&U Institute for General Education akskessment have helped to mold a
proposal for a plan and timeline for the revisidmor Common Curriculum.

If the steps and timeline below are followed argbreces are provided, the goal is to have a
general education curriculum model approved byetiek of the spring semester in May 2017.
This would include JFS endorsement of process ipiegand vision & design principles and
possible faculty endorsement of the essential irgroutcomes by the spring semester of this
academic year.

CCVC will send a call for targeted suggestions emdiculum models during the spring
semester 2016 with models presented to the faatittye end of fall semester, 2016. After
discussion and revisions of these models, a firmdehwill be voted on in May 2017. Depending
on the model chosen by faculty, a timeline for iempéntation will still need to be developed. A
more detailed timeline towards an accepted, revisatmon curriculum is described below.

As mentioned previously, it is desirable to dedicaspecial task force (CCVC) with the role of
shepherding the process forward. Thus, CCVC prapthse the JFS give us a new charge (text
below). Standing committees will still need to beeoinvolved at various stages of the process.
CCC may need to consider policy considerationsh) siscwhether introductory courses to a
major should count toward general education requergs. APSAC will need to review the
assessment protocols. APBC will need to considebtidgetary implications of proposed
models. The R&T committees will need to discusstivbieparticipation in the general education
program should be more explicitly rewarded in thyedr review, tenure and promaotion
decisions. CCVC will remain a process committethefJFS, while the other standing
committees do their work.

C.2 Proposed New Charge for CCVC

With the presentation of this report to the facu®CVC completes its current charge. We
propose a new charge:

The JFS authorizes the Common Curriculum Visior@ognmittee (CCVC) to continue

its work in providing direction and strategy forteotially implementing changes to the
Common Curriculum. The committee shall:
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1) Using the process and design principles inrdp®rt, shepherd the general education
revision process so that the checkpoints on thelith@ approved by the JFS are
followed;

2) Develop subcommittees to be charged with adoirgssrious aspects of the process;

3) Organize and host workshops, reading groupatréach events during appropriate
phases of the process;

4) Based on community feedback, draft a visiorest@int and revised learning outcomes
for general education to be considered by the FKanotlty Senate;

5) Maintain an electronic site to keep the commuimtormed of developments and to
make documents publicly available;

6) Develop and circulate a call for Targeted Sutiges and a Statement of Intent to
Create a Curricular Design Team,;

7) Participate, if feasible and appropriate, inAmeerican Association of Colleges &
Universities (AAC&U) 2016 conference on “Generaldgdtion & Assessment. From My
Work to Our Work” in February 2016 and the CSB/Slluminating the Liberal Arts”
conference in July 2016; and

8) Work with JFA leadership during spring 2016 andymer 2016 for possible inclusion
of general education themes at the 2016 Fall Fagutirkshop.

The Common Curriculum Visioning Committee will réguly update the Joint Faculty Senate
about the status of its work. Progress on thegs stesumes adequate membership on CCVC
and the resources needed to carry out the work.

C.3

Proposed Timeline with Checkpoints

Based on our review of the timelines used in ofegreral education reform efforts, we propose
the following timeline for Common Curriculum rewasis at CSB/SJU [Note: The previous two
years are included in the timeline so readers eae h sense for the progression of activities]:

2013-2014: Prequel (CCPR)

Review assessment data on the Common Curriculum

Host faculty forums to generate feedback on the @omCurriculum
Begin research on trends in general education

Work with OARCA to review reform strategies

61



2014-2015: Year One (CCVC)

Plan and organize the Fall Faculty Workshop orréiblearning
Work with consultant/speaker Dr. Lee Knefelkampstnategies for reform

Solicit feedback from faculty at fall workshop dretaims of a liberal education at
CSB/SJU

Work with faculty leadership to include liberal taang on Joint Faculty Senate agenda
Work with faculty leadership to generate feedbachilzeral learning themes for SD2020
Work with the Strategic Directions Council to inporate general education revision into
the strategic plan

Continue review of national scholarship and treindgeneral education reform

Establish Moodle page and post documents

Meet with departments and programs to discuss tbks in the general education
program

Attend the AAC&U Summer Institute on General Edumma®& Assessment

Draft a report with process recommendations bagsedl review of the literature

2015-2016: Year Two

Fall Semester 2015:

Current Committee:

Present preview of report at the Fall Faculty Whd{s

Make report and supporting documents publicly asd

Present final report to the Joint Faculty Senate

Secure a new charge from the Joint Faculty Senate

Joint Faculty Senate Endorsement of process plessipision & design principles and
the timeline

New committee:

Expand membership of CCVC to 20-30 meml{érsaddition to current members and
additional faculty who wish to serve we recommemat this committee also include a
member of the Common Curriculum Committee, APSAEBE, and additional
individuals from multiple disciplines who have antdarest in general education reform.
The committee should also include CSB and SJU stadas well as representatives
from Student Development, Academic Affairs, Acadewdvising, the Registrar’s
Office, the Libraries, the Office of Experientiaé&rning and Community Engagement,
and the Office of Education Abroad)

Develop steering committee, and subcommittees (Mddeelopment and
Communication & Outreach) and assign members tosuhittees.

Public discussion of the report and principlesgeneral education at CSB/SJU, as well
as a working, provisional vision statement for gaheducation.

Begin public discussion of learning outcomes (fosuneading clubs, town hall meetings,
etc. may be necessary during the fall semesteearid spring semester to evaluate,
modify, and adjust the Essential Learning Outcoriibese discussions will include
invitations to all faculty, academic administratiamd additional stakeholders. Guided by
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faculty feedback and the literature, the CCVC wlilepherd discussions to allow for
transparent and faculty-wide agreement on the desigciples, essential learning
outcomes and vision for general education reform)

Spring semester 2016:

» Continue public discussion of learning outcomeadieg groups, workshops, sessions)

« Endorsement by the Joint Faculty Senate of a deéseéntial Learning Outcomes

 CCVC and interested faculty attend the AAC&U coefere on “General Education &
Assessment: From My Work to Our Work” (February2(8-2016)

* Following the endorsement of essential learningames, The committee will invite
colleagues to submit “targeted suggestions” foricular reform, and also invite
colleagues to design and submit proposals for isedvgeneral education curriculum
(either as individuals or as teams).

Typically, general education task forces work wlasion and are expected to draft a
revised curriculum and present it to the facultyt Bhis approach can end in failure,
especially when the rest of the community has adigpated in the curriculum design
process. During our research, and in consultatiom eéxperts at the AAC&U 2015
Summer Institute on General Education and Assessmeriearned about another
approach: the task force can guide the communitutih the reform process while it
invites both “targeted suggestions” and “curriculproposals” from individuals and
teams at large.

With targeted suggestions, individual faculty menslean submit design ideas without
having to draft an entire curriculum. This encowsfroader participation in the process
and allows campus participants to submit ideasaelto their areas of expertise. These
ideas can be collected and presented to desigrstEaroonsideration as they craft
proposals. These targeted suggestions can betealleto one document and presented
to the faculty as a whole for further discussion.

The general education task force can place ac#tiet entire community for curriculum
design proposals, which are guided by the desigciptes and learning outcomes
endorsed by the Joint Faculty Senate. The genduabéion task force manages the
process and holds a variety of workshops, brownllnaches, and other events to
promote campus conversations and provide teamstingthraining and resources to
develop sound proposals. Design teams can presgmigals to the faculty to receive
additional feedback. (If the Joint Faculty Sengtpraves the proposed timeline in this
report, CCVC will send a call for targeted suggesdifollowing the adoption of revised
learning outcomes, as well as an invitation for pascurriculum design teams to form.
The specific details of the process will be ann@ahat that time.)

CCVC team members who attended the AAC&U 2015 Suminséitute on General
Education and Assessment met individually with etgoPr. Paul Gaston, Dr. Lee
Knefelkamp, and Dr. Debra Humphreys to discussitl@a. In addition, peers from other
campuses vetted and approved this approach irseses the Institute where the
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CSB/SJU team presented a proposed reform planlhgitras approach is documented in
the scholarship on general education reform (fangXe, Stephanie Roach provides
details in her article, “No One Should Go It Alogngaging Constituents in General
Education Reform”). CCVC believes a similar process engage the campus
community at CSB/SJU and culminate with innovapveposals.

By the end of spring semester 2016, the CCVC sl far a statement of intent by those
who plan to develop a curriculum model. This wilbev the CCVC to monitor and help
those involved in model development, and to enthaktteams encounter multiple points
of view from the beginning of the design procedse groups will have until
November/December of 2016 to construct a modeldasedhe vision, essential learning
outcomes, and guiding principles as supported byltlint Faculty Senate. Should
individuals not want to design an entire curriculbat have ideas for particular aspects
of or changes to the curriculum, targeted suggestvall allow individuals or groups to
submit suggestions for those developing modelss&@seggestions will be due at the
beginning of the fall semester 2016 but early s@isions are encouraged to allow for
potential inclusion in models as teams develop tH8lote: Timeline can be adjusted if
additional work is required to revise the learncugcomes]

CCVC and interested faculty attend the “lllumingtthe Liberal Arts” conference at
CSB (Summer 2016) if it is helpful to the work r&gd in designing models.

2016-2017: Year Three

Fall semester 2016:

All targeted suggestions are posted on websitarzade available to teams.

CCVC hosts workshops on curriculum model develogmen

Initial presentation of draft modeldt is expected that the working teams will present
their models in November/December of 2016 to thepress community. CCVC will
conduct surveys and discussions to collect feedbgdke faculty and additional
stakeholders.)

APBC will conduct cost analysis of the models.

The Registrar’s Office will review feasibility ofpgramming and scheduling any new
requirements or changes to existing requirements.

CCVC will guide model development and work with nrebdevelopers to ensure that the
models being designed are supporting the guidimgiptes and learning outcomes.

Spring semester 2017:

Model revision(As a result of feedback and sharing of ideas, r@visf the models will
be likely. It is also predicted that some modely &en merge due to similarities.)
Model presentation and faculty valeis anticipated that the final models will be
presented and voted on by the end of the spring@s&em2017).

CSB/SJU sends a team to the AAC&U Summer Instint&eneral Education &
Assessment to focus on implementation strategies.
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2017-2019: Year Four and Five: Curricular Developmat

This involves the transition from faculty vote taplementation of a revised general education
curriculum. The details would be developed by asddCSB/SJU team to attend the AAC&U
Summer Institute on General Education & Assessntigaty during the summer of 2017. Items
that would need to be considered include:

» By this point, hire a Director or Dean of GenerdlEation.

» Create a general education implementation steézgng responsible for planning,
directing and monitoring implementation of the smd general education curriculum. All
academic units whose function relate to the defiedérgeneral education will be
included.

» Continued conversations between curriculum desgymggEneral education
implementation steering team, and the Common Guume Committee to ensure
community understanding of the new general educagdrogram.

» Development of the requisite courses, focusingsitdn those needed for incoming
students in fall 2019.

e Faculty development to assist with course revidiba,creation of new courses, and the
clustering of existing courses.

« Training programs and workshops to facilitate pedggand course development during
the transition.

« Develop approval process so Common Curriculum Cdtaais not inundated with
work.

* Assessment plans are integrated into the planmoceps.

* APBC will assist in determining transition costs.

* Work with appropriate offices, such as Communicati& Marketing, on public relations
related to the new curriculum.

2019-2020: Year Six: First Year of Revised Gener&ducation Curriculum

If this timeline is followed, a new general eduoatcurriculum will be in place prior to the goal
of 2020 set in the strategic plan. We realize ith@ikes time to agree on a vision, revise learning
outcomes, and design a new general education glumc Our research into the experience of
other colleges and universities who have succdgsfdbpted general education reforms reveals
that it is a multi-year process. For example, thesion process took six years at Montana State
University, which replaced a cafeteria-style caneriiculum with a curriculum focused on
student learning, inquiry, and research. The Usiaenf Nebraska-Lincoln spent four years
from initial research to the beginning of impleneidn. Susan M. Awbrey writes iFhe

Journal of General Educatignlt is estimated that successful, deep-levelayst change takes
three to five years. Nevertheless, it is this deepange that fosters future growth and
development, and can open the institution to cootis learning and development” (2005, p.
18). We have outlined a somewhat aggressive timelbove, but feel it is feasible given the
groundwork already established by this committde Joint Faculty Senate can decide to
modify the timeline if certain aspects (such assien of the learning goals) require more time,
or if other events (such as the Provost’s sear¢cheormplementation of other features of the
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strategic plan) demand faculty attention and tikh@wever, CCVC would not recommend too
many delays, since it is also important to maintaomentum on this important task.

C.4 Characteristics of Success

Successful general education programs require tharelofty vision statements and well-
designed curriculum models. There must be ongaipgart of faculty development and
teaching, an administrative structure that ensleasership for the program, ongoing assessment
and evaluation of the program, and institutionahnatment to ensure that the general education
program thrives and that students are well-seryeitl hhere are several features of successful
general education programs. For example, the faatildlverno College credit the success of
their innovative general education program on fay features: “1) The extensive time set aside
for collaboration on teaching and learning; 2. €xéensive commitment to the support of
teaching, through financial resources, technolegy, other means; 3. The pervasive norm of
publicly discussing teaching activities and desigasd finally 4. The ability-based curriculum,
which serves as a common foundation and langu&jetdan and Sharkey 2010, p. 212). We
have modified the Alverno characteristics slightiyhe context of CSB/SJU and make the
following recommendations:

1) Provide time for collaboration on teaching and learning.

General education requires collaboration and therst of ideas, particularly if some courses
are grouped into thematic clusters and if we expeatents to learn developmentally as they
progress through the program. Alverno College egkéitne on Friday afternoons (no classes are
scheduled) for faculty to meet and work on issudsaxching, learning, and assessment. The
Alverno faculty also hold three ‘institutes’ eaakay, in August, January, and May (Riordan and
Sharkey 2010, pp. 207-208). There is a yearninghisrkind of collaboration and conversation

at CSB/SJU, as faculty mentioned it in their feaddaom the 2013 JFA forums, the 2014 fall
faculty workshop, the CCVC meetings with departragand the faculty feedback during
SD2020 campus conversations. While it may be prtivébto adopt a schedule similar to that of
Alverno, as a starting point it would be worthwhibe the Calendar Committee to look into the
possibility of a faculty “in service” day duringgtacademic year when these topics can be raised
and discussed.

In addition, CCVC finds it distressing that institutnal support for théearning Enhancement
Service (LES)at CSB/SJU has waned. Many institutions commibetg@aching have a vibrant
center to support and promote effective pedagogyekample, the Center for Innovation in the
Liberal Arts (CILA) at St. Olaf College providespport for faculty conversation and
collaboration about learning, teaching and schblprdn addition, these centers can assist with
the transition and implementation of general edanatform. At the University of Wisconsin-
Oshkosh, the Center for Excellence in Teachinglazaining serves as a resource for teaching,
provides workshops and web resources on reseasdtheaaching and learning practices, and
funds projects for faculty research. “Thus, theteebecame an important foundation for the
general education reform effort.” Lori J. Carrélle director, noted, “The center helped with the
cultural transformation on campus and readied #mepuis for change” (Kuh and O’Donnell
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2013, p. 42). In another example, after HampshokeGe established a new center for teaching
and learning, “identifying areas of focus, designamd carrying out programs, and figuring out
how to evaluate our efforts has been tremendotishukating” (D’Avanzo 2009, p. 22).

2. Make a commitment to the support of teaching through financial resources,
technology, and other means.

If general education reform is going to work, itlwequire budgetary resources to make it
successful. As Tim Riordan and Stephen Sharklelagxm their article, “Hand in Hand: The
Role of Culture, Faculty, Identity, and MissionSastaining General Education Reformif’
student learning is to be at the heart of an ingitin’s mission, we have learned, recognition of
that work and allocation of resources in supporitafiust be of the highest priorit{2010, p.
214, emphasis in original).

First, there should be ongoifaculty developmentto improve general education pedagogy.
Faculty will likely need to retool existing coursasd design new courses to ensure that their
students are meeting the revised learning outcahasnew general education curriculum. In
addition, to ensure equity and to maintain and oupretention rates among students of color
and first generation college students, faculty nééed training to adapt to the shifting
demographics of our student population. In theicks, “Utilizing Change Theory to Promote
General Education Reform: Practical Applicatior$st¢phen C. Zerwas and J. Worth Pickering
contend, “Ongoing efforts to provide training amdfpssional development for instructors will
be required” (2010, p. 235). Fortunately, the g@lehave committed attention and resources to
faculty development, as promised in SD 2020, whkieltes: “Develop and implement a
Professional Development program that strengthem$aiculty and staff's ability to meet the
needs of the student body.”

The experiences at other colleges prove this issa imvestment, even as institutions face
budgetary pressures. For example, despite “thespres of budget cuts in a lean economic
year,” the provost at the University of North Camalat Greensboro “approved funding for
faculty development grants to assist faculty imoénhg their syllabi to address the revised
learning goals and to achieve a successful coersgtification” as part of a successful general
education reform effort (Rountree, Tolbert, andvaes, 2010, p. 34). There is evidence that such
investments pay off. Citing the research of Jerry@ff, theJournal of General Education

reports “at universities across the country, fachtive responded to development programs with
a good deal of enthusiasm. Increased collaborationss disciplines, enhanced pedagogical
effectiveness, and improved student satisfactidh thieir learning experiences in general
education courses have been among the reportetsr@athite 1994, p. 200).

In addition to faculty development, student-facutifios and class sizeshould be maintained

at low levels to ensure quality delivery of highgatt educational practices and learning
outcomes. In his bookZollege: What It Was, Is, and Should Badrew Delbanco points out
what faculty teaching at small, residential libeaglk colleges already know, that “a small class
can help students learn how to qualify their ihitesponses to hard questions. It can help them
learn the difference between informed insights imwede opinionating. It can provide the
pleasurable chastisement of discovering that otteshe world differently, and that their
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experience is not replicable by, or even recont@labth, one’s own. At its best, a small class is
an exercise in deliberative democracy, in whichtdaeher is neither oracle nor lawgiver but a
kind of provocateur” (2012, pp. 58-59). Discussihg effective delivery of general education,
Charles R. White observes that, “small interactilsses do result in increased community,
engagement with learning, and faculty-student adeon” (1994, p. 191). At CSB/SJU, the
recent increase in the First Year Seminar clagsfsimn 16 to 18 is worrisome. Further, there is
concern that institutional commitment to the cutrE2rl faculty-student ratio is wavering.
While we realize that external constraints will maome difficult choices inevitable, we hope
that the structure and resources for the genetalagdn program will be strong.

In addition to financial resources, commitmenttte general education program should be
rewarded. For example, general education schofaestd participation should be given high
value duringRank &Tenure review. As Karen Maitland Schilling and Dwight Smith verit‘An
institutional commitment to explicit general educatoutcomes would suggest that high-quality
faculty participation in general education wouldeiwe favorable attention in the promotion and
tenure process” (2010, p. 36). Junior faculty ametimes reluctant to teach FYS because they
worry that results of the student opinion surveysfthese classes will not be as favorable as
the results they get when they teach disciplinayrses. Faculty should be rewarded for taking
the risks needed to generate meaningful studemtifepexperiences. Paul L. Gaston and Jerry
G. Gaff put it this way: “Hence a further requistea closer alignment between the value the
institution attaches to general education andeleards it offers to those who teach within it. At
the very least, effective teaching within the gaheducation must not function as an
impediment to acquiring tenure, promotion, or ids&s in compensation” (2009, pp. 27-28).

Although there are costs to maintaining a vibramtegal education program, the research
demonstates that these investments can have gositacts on studen¢tention. Changes in
general education requirements have an effectumtest retention, as fifty-eight percent of the
institutions that adopted comprehensive reformesfegal education reported retention gains
(Gaff 1991, 95). Moreover, these reforms are likelyjnave positive effects on those students
who are most likely to be at risk. High-impact pgrees found in good general education
programs are “things that make learning so engathiagstudents want to come back,” says Ken
O’Donnell, senior director of student engagemeidt arademic initiatives and partnerships in
the Office of the Chancellor at CSU-East Bay. “Ahdt desire to return seems to be boosted the
most with people who are most at risk. When they as they go along, how college learning
can be applied to life and the real world, theryttlen’'t have those nagging questions, ‘Why am
| taking this course?” (Kuh and O’Donnell, 2013,35).

3. Provide leadership and a home for the general education program and evaluate
the learning outcomes through ongoing assessment.

Based on our review of the literature we believeedbneral education program at CSB/SJU
needs alirector and a “home base.”In their article, “The Ecology of General Educatio
Reform,” Gordon Arnold and Janet T. Civian arguat teadership of general education directors
is “instrumental in keeping the institution’s gealeeducation program vital. Institutions without
a director at the helm often experienced slow teady retrenchment of their programs. The
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challenge is to devise a leadership position thedlty will view as legitimate. Future success of
general education programs may depend on improvisnrethis area” (1997, par. 33).

Colleges and universities that have successfulbrmeed their general education programs have
hired full-time directors to administer newly daségl programs. Prior to changes in its general
education program, Portland State University hadereral education director. However, after
its general education task force reviewed “tremdhe reform of general education, it became
apparent that the long-term success of the prograunid require a clear administrative point of
responsibility, authority, and support.” The taskce recommendeda“person be designated to
be the administrator of the general education pesgrand that this be that person's primary
administrative responsibility. We further recomméinak this person be assisted and advised by
a General Education Faculty Advisory Committee,clvtwill have the responsibility for
overseeing and proposing changes in the programeslves (emphasis in original, White
1997, p. 201).

With significant reforms to its general educationgram, Temple University provided the
resources for a director , support staff, and effipace, as described by Christopher Dennis,
Terry Halbert, and Julie Phillips in their artict€hange and Curricular Physics: Leadership in
the Process of Reforming General Education.” Ttie@s recount the decisions that
immediately revitalized their general educationgram: “The provost made the director [of
general education] a full time administrator, moeadadditional faculty member into position as
full time administrator (co-director), and auth@ulzthe hire of a full time assistant director. The
provost also...provided the program with its ownadfspace. This enhancement of general
education program staffing and the provision ofesafe space were communicated broadly and
became part of the new president’s strategy toctiépe program as revitalized with the
necessary resources to succeed” (2010, p. 74).

Although both Portland State University and Temipiaversity are larger institutions, the need
for a full-time director of general education atBZSJU is apparent. Recent years “have seen
institution-wide general education programs revigede more purposeful and more coherent,”
writes Frederick T. Janzow, John B. Hinni, and datige R. Johnson. “Campus leaders have
recognized that they need someone attending te thasters solely or primarily. Variously
called coordinator, director, or dean of generailcation, these new administrators help to
sustain the common vision and secure the connectind support of the individuals, offices,
and resources that are needed for the curriculuechave its purposes” (1997, p. 504). In
addition to regular duties overseeing the progrifojl-time director would have the time to
establish stronger connections between Academigiraffgeneral education, and other divisions
and programs, with student development programmamgpected more explicitly to general
education. The director could assist Admissiorsxiplaining how our general education
program is distinctive and/or why it is essental $tudents. The director could work with
Academic Advising to articulate the purposes ofdgbaeral education program and provide
students with clear pathways for success.

There also needs to be ongoing and bedsessmenof the courses in the general education

program at CSB/SJU. Currently, assessment of geed@uaation courses is left up to individual
departments, with varying degrees of quality amisiency. This was pointed out in the report
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of the Comprehensive Evaluation Visit to St. Johuwrsversity for the Higher Learning
Commission, cited previously. Earlier in this refpare discussed the potential of VALUE
rubrics, signature work and e-portfolios to provideaningful evidence of student achievements.
We believe a point person needs to be in chargeatinating these practices and collecting the
results, as APSAC is often overworked and focuserkuiewing departmental assessment data.

4. Ensure continued quality with a curriculum that serves as a common foundation
and language.

According to its web page, the Association for Gahand Liberal Studies values education
practiced as a commitment to a set of ongoing éiesv “makinginstitutional choices about

the most important goals for student learning agfthahg the learning in terms of desired
outcomes; developing a shared facatignmitment to actions such as high impact, active
learning strategies and faculty development designéncrease student achievement; making
informed judgments about student achievement and the impact of vaugameral education
program support processes; and ensuramginuous improvements in the educational program.”
With a coherent general education curriculum thatgs students on developmentally
appropriate pathways to success from the First ‘$eamninar to the Ethics Seminar and
Capstone, CSB/SJU can emerge as leaders in gexecdtion reform, design, and delivery.

C.5 Conclusion

In this report, CCVC has made the case for revsstorthe Common Curriculum by
documenting the many conversations over the pasyears and citing the relevant literature on
general education reform. While there are manygtres to the Common Curriculum, including
its heavy use of high-impact practices, a revisaiegal education program could make the
curriculum more purposeful, reflective, integratiaad sequential. Changes to the Common
Curriculum required by SD 2020 could have profoeffdcts on CSB/SJU graduates as they
prepare for lives of work, personal fulfillment,caaitizenship in the Z1iCentury.

In our work, we have been buoyed by the tremendattsusiasm for curricular change voiced

by faculty in public forums, meetings with departitse and individual comments submitted as
part of the SD 2020 process. We recognize thgptbepect of curriculum reform may generate
opposition from departments and individuals witstee interests in the status quo. But if the
conversation is focused on what is best for stigdantl is supported with evidence from the
growing scholarship on general education reforroait energize the campus. General education
reform “can forge community across disciplinary geeherational boundaries. Lively debate
about general education often invigorates a canpusging faculty together as members of
their guild to discuss their educational missiofAfr(old and Civian 1997, par. 22).

As the conversation proceeds, there will alwaysiteertainties that can’t be fully anticipated or
resolved until we actually adopt and try a revisadiculum. We may not find the “perfect”

plan. “Criticizing a faculty for not agreeing orsigle ‘ideal’ model of general education is akin
to condemning the United States Congress for nattery a universally agreeable tax code,”
writes Derek Bok irHigher Education in AmericdThere are simply too many issues to resolve,
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many of which are matters on which thoughtful edoisahave disagreed for generations” (2013,
p. 175). In their article, “Hand in Hand: The RoleCulture, Faculty, Identity, and Mission in
Sustaining General Education Reform,” Tim Riordad &tephen Sharkley agree that faculty
should seek improvements in their general educatiograms without the paralysis of
perfection: “In curriculum reform, perhaps espdyial reform of general education, there will
always be unanswered questions and perceived téssthat lead us to hesitate before moving
forward. At some point, however, the only way téedmine the quality of a reform is to try it

and learn from our practice” (2010, p. 204). Tepart has presented numerous ideas that could
be shaped into a curriculum with vast improvementer what we have now.

In this report, we have crafted principles to guige process of curricular reform, as well as
principles to guide campus teams as they desigicalar models. We look forward to the
campus conversations on developing a general adoaatrriculum that best serves the needs
and expectations of our students.
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Appendix A: CCVC Outreach Activities 2014-2015

Note: This list only includes outreach activities to the larger CSB/SJU community. Regular
CCVC meetings are not listed here, but typically occurred every two weeks.

Date Outreach/Activity

8-20-14 Fall Faculty Workshop on Liberal Learning

8-20-14 CCVC Meeting with Dr. Lee Knefelkamp

9-2-14 Session on Liberal Learning with Joint Faculty Senate

9-26-14 CCVC meeting with the Environmental Studies Department

10-2-14 CCVC meeting with Student Development

10-15-14 CCVC meeting with Academic Advising

10-15-14 CCVC meeting with the Political Science Department

10-20-14 CCVC meeting with the Computer Science Department

10-21-14 CCVC meeting with the Exercise Science and Sports Studies Department

10-27-14 CCVC meeting with the Nursing Department

10-27-14 CCVC meeting with the Hispanic Studies Department

10-27-14 CCVC meeting with the Accounting Department

11-6-14 CCVC meeting with the Biology Department

11-6-14 CCVC meeting with the Global Business Leadership Department

11-13-14 CCVC meeting with the Chemistry Department

11-19-14 CCVC meeting with the Languages and Cultures Department

11-21-14 CCVC meeting with the Nutrition Department

12-3-14 CCVC meeting with the Communication Department

12-3-14 CCVC meeting with Admissions

12-8-14 CCVC meeting with the Economics Department

12-10-14 CCVC meeting with the Music Department

1-22-15 CCVC meeting with the English Department

1-28-15 CCVC meeting with the Education Department

1-29-15 Invitation to the JFA for participants to be part of the team attending the
2015 AAC&U Summer Institute on General Education & Assessment

2-6-15 CCVC meeting with the Theology Department

2-9-15 CCVC meeting with the Art Department

2-16-15 CCVC meeting with the Philosophy Department

2-19-15 CCVC meeting with the Physics Department

3-12-15 CCVC meeting with the Librarians

3-12-15 CCVC meeting with the Center for Global Engagement

3-24-15 CCVC meeting with Experiential Learning and Community Engagement

3-15 CCVC meeting with the St. John’s Student Senate

3-27-15 CCVC meeting with the St. Bens Student Senate

4-16-15 CCVC meeting with the Sociology Department
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Appendix B: Current CSB/SJU Common Curriculum Learning
Goals and Requirements

A Solid Academic Foundation

It is the purpose of the Common Curriculum to provide all students with a solid academic foundation and the
fundamental tools necessary to continue developing their intellectual ability and inquiry though a broad liberal arts
education. The Common Curriculum is completed by fulfilling the requirements designated in each of the
areas/departments below:

Cross-disciplinary Course Requirements

e First-Year Seminar (FYS): 2 sequential courses
Designed to help students further develop skills in critical thinking, speaking and writing.

e Ethics Common Seminar (ES): 1 junior/senior level course ETHS390.
Designed to help students develop the ability to recognize ethical issues, examine them from multiple
perspectives and articulate reasoned arguments that support and facilitate responsible decision-making.

e Experiential Learning: Students will demonstrate the ability to integrate and apply academic knowledge
and skills gained from activities that extend beyond the traditional classroom.

e Gender: 1 course
Designed to expose students to gender issues; may also satisfy another Common Curriculum requirement
depending on designation.

e Intercultural Course: 1 course
Designed to help all students develop a greater understanding of diversity while recognizing that individual
values are shaped by one's unique background.

Disciplinary Course Requirements

¢ Fine Arts (FA): 4 credits
Art, Music, Theater

»  Fine Arts Experience (FAE): no credit (Attendance at a total of 8 designated fine arts events {2 visual/6
performing})

e Humanities (HM): 2 courses from different disciplines
Communication, Education, Gender and Women's Studies, History, Peace Studies, Philosophy, Theater or
Literature in any language or in translation

 Mathematics (MT): 1 course

» Natural Sciences (NS): 1 course
Astronomy, Biology, Chemistry, Computer Science, Courses of the College, Environmental Studies,
Geology, Nutrition, Physics

e Social Sciences (SS): 1 course
Communication, Economics, Peace Studies, Political Science, Psychology, Sociology
NOTE: Social Science (SS) requirement must be completed through coursework outside the major
department.

e Theology: 2 courses
THEO 111 (TH) and THEO 300 level (TU)

Global Language Proficiency

e Successful completion of language course of 211 or higher or proficiency examination.
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Common Curriculum Learning Goals:

First Year Seminar

This two-semester course addresses the Undergraduate Learning Goals that call for the development of clear
thinking and communication skills, while helping students establish patterns of life-long learning and integrating
knowledge of self and the world.

Students will improve their writing by:

e Composing multiple papers in both semesters

e Writing a major research paper in the second semester

¢ Revising all papers after peer and instructor review

« Learning to improve organization and mechanics, discover their own voice, and develop a sense of
audience

Students will improve their discussion skills by:

e Participating in discussion based classes

¢ Receiving explicit instruction on discussion techniques
e Practicing leading discussions

¢ Receiving periodic feedback on their discussion skills

Students will improve their public speaking ability by:
¢ Practicing public speaking over the year
¢ Practicing and presenting a formal oral presentation on their research paper
¢ Receiving peer and instructor feedback

Students will improve their critical thinking by:

e Engaging in class discussions that focus on examination of arguments and evidence
¢ Reading and evaluating increasingly challenging texts

¢ Receiving feedback on essays that focus on critical thinking

e Carefully examining multiple points of view in their research papers

Students will improve their understanding of information literacy by:

e« Completing a variety of small research tasks connected with librarian presentations
¢ Learning how to conduct refined searches and evaluate a variety of sources in the research paper
e Gaining an understanding of plagiarism and learning academic standards for citations

Students will learn some disciplinary content that integrates self and society by:

¢ Reading to prepare for class, discussing material, applying critical thinking skills to discussion, writing
papers, and completing the research paper

Ethics Common Seminar

This course provides a capstone to the liberal arts experience by encouraging students to explore competing ethical
approaches, and wrestling with difficult ethical issues. This experience prepares students for a life-long exploration of
fundamental questions.
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Students will:
« |dentify ethical issues inherent in situations common in modern life
« Articulate multiple perspectives on contested ethical issues
¢ Articulate coherent arguments, grounded in ethical and other scholarly perspectives, in support of their own
normative judgments about contested ethical issues
 Demonstrate a critical understanding of the conceptual foundations of the ethical and other scholarly
perspectives addressed in the course

Divisional Requirements

CSB and SJU require that students take courses in the Fine Arts, Humanities, Natural Sciences, and Social
Sciences. While each of these areas stimulate growth in particular ways, collectively they immerse students in
different approaches to understanding and the creation of value. This background generates a more flexible, creative
quest for solutions to new problems that distinguishes liberally educated people from those with narrow, technical
training.

Fine Arts
The Fine Arts requirement helps students deepen their understanding of an area of the arts, and develop the ability to
apply analytic skills to aesthetic judgment.
Students will:
« Demonstrate a basic understanding of the historical, theoretical or applied aspect of one of the fine arts
« ldentify and describe a range of contrasting styles within one of the fine arts
e Experience the creative process through performance/artistic production and or through observation of
demonstrations, workshops, live performances, etc.
¢ Apply analytical skills in exercising artistic discrimination and aesthetic judgment
¢ Describe how the arts reflect and influence the individual and society

Fine Arts Experience
The Fine Arts Experience insures an early immersion in a range of fine arts, establishing a base that students can
build on throughout their lives.
Students will:
* Be exposed to a wide variety of artistic expression through attending fine arts presentations on campus and
reflecting upon those experiences
e Learn appropriate audience decorum for these events and have opportunities to demonstrate this behavior
e Better understand and appreciate the visual and performing arts as an expression of the human condition.

Humanities
Study in the Humanities introduces us to new people, places, perspectives and ideas through a careful exploration of
texts about and by those "others." As they explore new worlds, students also examine universal issues like identity,
community, values, and meaning.
Students will:
«  Engage with texts using the analytic, critical, sympathetic, and/or speculative methods of one of the
Humanities disciplines.
«  Demonstrate critical thinking and effective communication through writing about and discussion of the
examined texts.

Natural Science

The Natural Sciences introduce students to a systematic, empirical study of our world, while enhancing analytic skills
and precise communication.

Students will:
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¢ Conduct a scientific investigation as part of a lab or field work to answer a given question

¢ Solve or analyze challenging problems using qualitative and/or quantitative sources of information

< Communicate clearly and concisely the methods, results, and conclusions of a scientific investigation
¢ Evaluate information, ideas and scientific claims using appropriate criteria.

Social Science
The Social Sciences apply scientific methods to the study of human beings, social forces, and institutions. Students
learn a way of examining the world, practice careful analytic thinking, and develop deeper insights into their own
experience.
Students will:

«  Demonstrate understanding of basic facts and theories of a social science discipline

« Acquire knowledge that enables them to make responsible social, civic and personal choices.

¢ Make critical social science arguments supported by evidence appropriate to an introductory level.

Departmental Requirements
Our vision of a liberal education also includes courses in several specific disciplines. Each contributes in unique
ways while helping to produce graduates with skills that will enable them to compete in a changing world.

Global Language
The study of a world language fosters communication skills while helping students understand cultural patterns other
than their own and gaining a broader outlook on historical and contemporary issues. The precise requirements differ
by area as follows.

Modern European Languages
Students will:

«  Demonstrate a minimum proficiency level of Intermediate-Low, as defined by the American Council on the
Teaching of Foreign Languages, in at least two of the four language skills (listening, speaking, reading, and
writing). Such a level means that students have a functional command of the target language that allows
them to communicate limited basic needs and ideas, and negotiate simple situations

« Demonstrate awareness of a variety of cultural contexts in which the target language is used, and have a
functional command of the basic rules of social interaction in that language

Classical Languages
Students will:
¢ Have a functional command of the target language that allows them to read ancient texts of moderate
difficulty with the aid of a dictionary
* Demonstrate awareness of the cultural contexts being studied

Asian Languages
Students will:

«  Demonstrate a minimum proficiency level of novice-high for speaking, and novice-mid for reading and
writing. Such levels mean that students have a functional command of the target language that allows them
to communicate basic needs

* Demonstrate awareness of the cultural contexts being studied

English (for non-native speakers)
Students will:
«  Demonstrate a minimum proficiency level of Advanced, as defined by the American Council on the Teaching
of Foreign Languages, in at least three of the four language skills
Demonstrate the academic English language skills sufficient to complete college-level work
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Mathematics
The Mathematics requirement gives students experience with the power and limitations of mathematical reasoning as
an approach to solving problems in other disciplines and in everyday life.

1. Students will apply appropriate techniques to solve mathematical problems.

2. Students will demonstrate an understanding of the mathematical concepts which underlie the techniques
they use.

3. Students will apply appropriate mathematical techniques to investigate problems from other disciplines or
everyday life.

Theology (first course)

Taken together, the two Theology courses make a significant contribution to a graduate's understanding of the core
values of the founding institutions. More specifically, the first course provides a basic knowledge of the Christian
tradition, and an understanding of the Benedictine approach within that tradition.

1. Students will demonstrate an ability to think critically and historically about some of the principal sources
(especially Sacred Scripture), doctrines, and themes that shape Christian theology.

2. Students will demonstrate an ability to explain differing viewpoints on at least one contemporary theological
issue.

3. Students will demonstrate an ability to apply at least one aspect of the Benedictine tradition to at least one of
the issues addressed in the course.

Theology Course (second, upper division course)
This course builds on its predecessor, developing a critical awareness of religious ideas and rigorously applying
those insights to contemporary issues.
Students will:
e Articulate a basic knowledge and theological understanding of a specific religious topic or theme
« Demonstrate a critical theological understanding of religious texts, images, artifacts, ideas, and/or practices
in their historical and/or cultural contexts
¢ Analyze contemporary issues facing religion and society based on their theological knowledge

Designated Courses
Designated courses focus on particular areas critical to the CSB/SJU mission, but can be combined with other
courses taken for other purposes.

Experiential Learning
The Experiential Learning requirement asks students to practice their ability to learn independently by taking a prior
knowledge/skill, applying it in a more fluid learning environment that they have designed, and then reflecting on how
the entire experience deepened their understanding.
Students will:
«  Demonstrate the ability to integrate and apply knowledge and skills gained from one or more courses in
activities that extend beyond the traditional classroom
«  Demonstrate specific ways in which the experiential-learning activities deepen their understanding of the
knowledge and skills gained through traditional course work

Gender (GE) Learning Goals

As two single sex educational institutions founded by Benedictine men and women, CSB and SJU have been shaped
by different gender perspectives and experiences. The Gender requirement honors that tradition and prepares our
students for an effective role in the world by helping them to understand how gender shapes the experience of both
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men and women. By studying the role of gender in a particular course content, they will be better able to "define what
binds together and what separates the various segments of humanity."
Students will:

1. Use gender as a primary lens of analysis for examining course content
Identify the gendered perspectives and experiences as they manifest themselves within course
content. Students must identify at least two gendered perspectives across the gender spectrum (feminine,
masculine, trans, queer, etc.)

3. Articulate how gender intersects with at least one of the following: race, class, ethnicity, nationality, or
sexuality

4. Demonstrate ability to analyze individual or local experiences of gender in light of relevant broader structural
and/or theoretical contexts

Intercultural Learning

The Intercultural requirement helps prepare students for the increasingly diverse world they inhabit in two
fundamental ways. First, it creates an understanding that we are all products of a particular culture, and that our
perspective on the world grows from that background. Second, it enables our students to learn enough about
another culture to realize that there is always diversity beneath the stereotypes. Armed with these two insights, our
graduates are able to work more effectively with others at home and abroad.

Students will:
« Demonstrate a level of understanding of another culture, including the awareness that it is neither monolithic
nor static

« Demonstrate an understanding that their perspective on the world is shaped in certain ways by their
particular background

« Demonstrate an awareness that when we encounter another culture, we filter the new experience through
established perspectives, making it more difficult to uncover our common humanity and the reasons for our
differences

*The Joint Faculty Assembly approved these requirements incrementally. The major portion came between
September 2006 and April 2007. Experiential Learning was added in January 2009, followed by the Intercultural
requirement in May 2009.

Last updated by Ken Jones, April 26, 2013 (updates to TH,GE, and MT learning goals made 8/13/15 by L Schmitz)
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Appendix C: LEAP Principles of Excellence

Developed by AAC&U, the Principles of Excellence offer both challenging standards and flexible guidance for
an era of educational reform and renewal. These Principles can be used to guide change in any college,
university, or community college. They are intended to influence practice across the disciplines as well as in
general education programs.

*  Principle One: Aim High - and Make Excellence Inclusive
0 Make the essential learning outcomes a framework for the entire educational experience,
connecting school, college, work, and life
*  Principle Two: Give Students a Compass
0 Focus each student’s plan of study on achieving the essential learning outcomes - and assess
progress
*  Principle Three: Teach the Arts of Inquiry and Innovation
0 Immerse all students in analysis, discovering, problem solving, and communication,
beginning in school and advancing in college
* Principle Four: Engage the Big Questions
0 Teach through the curriculum to far-reaching issues - contemporary and enduring - in
science and society, cultures and values, global interdependence, the changing economy, and
human dignity and freedom
*  Principle Five: Connect Knowledge with Choices and Action
0 Prepare students for citizenship and work through engaged and guided learning on “real-
world” problems
*  Principle Six: Foster Civic, Intercultural, and Ethical Learning
0 Emphasize personal and social responsibility, in every field of study
*  Principle Seven: Assess Students’ Ability to Apply Learning to Complex Problems
0 Use assessment to deepen learning and establish a culture of shared purpose and continuous
improvement
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Appendix D: Sample General Education Vision Statements from
other Institutions

University of Southern Maine (combines vision sta¢at with learning outcomes): “General education at
USM is a coherent, integrative and rigorous libedcation that will enable our graduates to bddwor
minded, intentional, life-long learners. General@tion engages the academic community in subgganti
learning experiences that both illuminate and tand the perspectives of various disciplines, and
systematically fosters the values and dispositiknewledge, and skills essential for students to
demonstrate: 1. Informed understandings of inteti@iships between human cultures and the natural
world; 2. Analytical, contextual, and integrativenking about complex issues; 3. Effective
communication using multiple forms of expressionCitical reflection upon, and informed action in,
their roles as participants in multiple communitiasd 5. Ethical action to contribute to the soaiad
environmental welfare of local and global commuastt

Appalachian State University separates its misamhvision statements: “The Mission: Our General
Education curriculum aligns with the University's&egic Plan directive to create a transformationa
educational experience by: facilitating interdidiciary and integrative approaches to teaching and
learning; enhancing academic quality and improgtugient retention and success; and engaging student
in diverse experiences to increase their intercallitompetence and cultivate engaged global cisizign
Appalachian’s General Education curriculum alsgradiwith national best practices that empower
students, regardless of their chosen major, witktbknowledge and transferable skills, and a strong
sense of values, ethics, and civic engagemenefponsible global citizenship. We respond to the
demands of the 2Ycentury for broadly educated, informed, and endaiifizens. We prepare college
graduates with higher levels of learning and knalgteas well as strong intellectual and practiciilssio
navigate this more demanding environment succdgsiotl responsibly. The Visioi:o empower
students with the habits of mind essential for mglpositive contributions as engaged citizens in an
interconnected world.”

Wilkes University: “The general education curricul@at Wilkes University provides a liberal arts
foundation for life-long intellectual developmemidapersonal growth, engenders a sense of values and
civic responsibility, and prepares all students&et the opportunities and challenges of a divanse
continually changing world. The general educatiorriculum fosters the development of
communication, intellectual and technical skillsgdantroduces Wilkes students to a broad range of
disciplinary perspectives, and provides the opputyuo develop problem solving and critical thingi
skills, and an awareness of the world beyond tagscbom.”

Penn State University: “Enable students to acdhieeskills, knowledge, and experiences for livimgl a
working in interconnected and globalized conteststhey can contribute to making life better fdrews,
themselves, and the larger world.”

Montana State University: “The mission of the MarateState University core curriculum is to prepare
students to use multiple perspectives in makingringd, critical and ethical judgments in their pee,
public and professional lives.”

Washington State University: “WSU fosters educatlarutcomes that include knowledge of human
cultures, of the arts, and of the natural and miaysiorld. Students develop their intellectual and
practical skills through integrated learning expedes that prepare them to be responsible local and
global citizens and leaders. They reach this thiiaufroad liberal education, specialization in goma
and community and field-based experiences thabegphe world’s major questions.”
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University of North Carolina at Greensboro: “Theudlly and staff of The University of North Caroliat
Greensboro are dedicated to student learning diebehat the best evidence of this commitmerihés
caliber of UNCG graduates. A UNCG graduate shoualdhline specialized education in a major with the
skills, knowledge, and understanding necessarg @ lifelong learner, an ethical and independent
decision maker, a critical and creative thinkezlear and effective communicator, and a responsible
citizen.”

Temple University: “Ultimately, general educati@about equipping our students to make connections

between what they learn, their lives, and their cmmities. It aims to produce engaged citizens, loi@pa
of participating fully in a richly diverse world.”
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Appendix E: LEAP Essential Learning Outcomes

These essential learning goals (ELOs) were eshtadulipy the AAC&U as an important initial
step in their LEAP campaign. It is important toinetthat most of the ideals expressed by the
faculty, students, and other stakeholders in oadamic community are included in these ELOs.

Knowledge of human cultures and the physical and rtaral world
e Through study in the sciences and mathematicsalse@ences, humanities, histories,
languages and the arts
Focusedby engagement with big questions, both contemgaad enduring.

Intellectual and practical skills including
e inquiry and analysis,
critical and creative thinking,
written and oral communication,
guantitative literacy,
information literacy,
e teamwork and problem solving.
Practiced extensivelyacross the curriculum, in the context of progkesgg more challenging
problems, projects, and standards for performance.

Personal and social responsibilityincluding
e civic knowledge and engagement-local and global
e intercultural knowledge and competence
e ethical reasoning and action
foundations and skills for lifelong learning
e gender
Anchoredthrough active involvement with diverse commusitaad real-world challenges.

Integrative and applied learning, including:

e synthesis and advanced accomplishment across ¢§jandrapecialized studies
Demonstratedhrough the application of knowledge, skills, aadponsibilities to new settings
and complex problems.
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Appendix F: AAC&U High-Impact Educational Practices

The following pages describe high-impact practices as defined by AAC&U.

High- Impact Fducational Practices

* * * * Kk * K

First-Year Seminars and Experiences

My echools now build inte the curriculum first-year seminars or
other programe that bring emall groupe of students together with
faculey or staff on a regular basis. The highest-quality first-year
axperiences plice a strong emphasis on critical inquiry, frequent
writing, information literacy, collaborative learning, and other ekills
that devalop sudents” intellactual and practical competencies.
First-year seminare can also involve students with cutting-edge
questions in scholarship and with faculty members’ own research.

Common Intellectual Experiences

The olderidea of a “core” curricnlum has evolved into a variety of
modern forms, such as a set of required common courses or a
wvertically crganized general education program that inchides advanced
integrative studies and/or required participation in a learning
community (zee below). Thess programs often combine broad
themes—e.g., technology and society, global interdependence—with a
wvariety of curricular and cocurricular options for students.

Learning Communities

The key goals for learning communities are to encourage integration
of learning across courses and to imolve stadents with “big questions™
that matter beyond the clasroom. Students take two or more linked
courses a2 a group and work clogely with one another and with their
professors. Marny learning communities explore 2 common topic and/
or common readings through the lenses of different disciplines. Some
deliberately link “liberal arts™ and “professional courses™; others feature
sarvice learning,

Writing-Intensive Courses

Thesa courses emphasize writing at all levals of instruction and acmes
the curriculum, including final-year projects. Students are encouraged
to produce and revise various forme of writing for different audiences
in different disciplines. The effectivensss of this repeated practice
“acroas the curriculum® has led to parallel efforts in such areas as
quantitative reasoning, oral communication, information literacy, and,
on some campuses, echical inquiry.

Collaborative Assignments and Projects
Caollaborative learning combines two key goals: learning to work and
solve problams in the compamy of others, and sharpening one'’s owm
understanding by listering seriously to the irsights of others,
sspecially those with different backgrounds and life experiences.
Approaches range from study groups within a course, to tean-based
assignments and writing, to cooparative projects and ressarch.

LEAP(

* Kk * Kk * * Kk &

Undergraduate Research

Many collages and universities are now providing ressarch experiences
for smdentz in all disciplines. Undergraduate ressanch, howsever, has been
mog prominentty usad in science disciplines With strong support from
the Mational Science Foundation and the research community, scientists
are rechaping their courses to connect key concepts and questions with
sudents’ eardy and active imvolvement in systematic investigarion and
research. The goal is to involve gudents with actively contested questions,
empirical obeervation, cutting-edge technologies, and the senss of

excitement that comes from working to anewer inportant quesions.

Diversity/Global Learning

Many colleges and universities now emphasize courses and programs
that help students explore cultures, life experiences, and worldviews
different from their owmn. These sudies—uwhich may addres 115
diversity, world cultures, or both—aoften explore “difficult differences™
such as racial, ethmic, and gender inequality, or contiming struggles
around the globe for human rights, freedom, and power. Frequenthy,
interculturd studies are augmented by experiential learning in the
community and.or by study abroad.

Service Learning, Community-Based Learning

In thesa programs, field-based “experiential learning™ with
COMIMINICY partners is an instructional strategy—and often a required
part of the courss. The idea is to give students direct experience with
izsues they are smdying in the curriculum and with ongoing efforts to
analyze and solve problems in the commumnity A key element in thess
programe is the opportunity students have to both apply what they are
learning in real-world settings and reflect in 2 classroom setting on
their service experiences. These programe model the idea that giving
gomething back to the commmumity iz an important college outcome,
and that working with community partners is good preparation for
citizerehip, worlk, and life.

Internships

Internshipe are another increasingly common form of experisntial
learning, The idea is to provide students with direct experience in a
work setting—usually related to their career intemsts—and to give
them the bensfit of mupervizion md coaching from professionals in
the field. If the internship is taken for course credit, students complate

a project or paper that is approved by a faculty member.

Capstone Courses and Projects

Whether they're callad “senior capsones” or some other name, these
culminating experiences require students nearing the end of their
collage years to create a project of some sort that integraves and
applies what they've learned. The project might be a research paper, a
perdformance, a portfolio of “best work,” or an exchibit of artwork.
Capetones are offered both in departmental programs and, increazsingy

in general aducation az well.
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Table 2

Relationships between Selected High-Impact Activities, Deep
Learning, and Self-Reported Gains

Deep Gains: Gains: Gains:
Learning General Personal Practical
First-¥ear
tearning Communities | +++ ++ ++ s+
Senvice Learning | +++ ++ 4+ 4+
Senior
Study Abroad | ++ + + ot
Student-faculty Research | 444 ++ ++ ++
Internships | ++ +4 +4+ ++
Service Learning | +4+ ¥ 4+ £+
Sentor Culminating Experiance | 444 ++ +4 ++

Takble =

+ p=il001, +4 p=0.001 & Unstd B > 0.10, +4+4+ p<0.001 & Unstd B > 0.30

Relationships between Selected High-lImpact Activities and
Clusters of Effective Educational Practices

Level of Active and Student- Supportive
Academic Collaborative Faculty Campus
Challenge Learning Interaction Environment
Frrsi-Year
leamming Communities | 414 e ERET =
Service leaming | +++ st s 4+
Senicr
Study Abroad | ++ ~+ ++ ++
Student-Faculty Research | 444 FEY Fsn ++
Intarmships +4 4 44 1
Service Leaming | ++4 FH+ 4 H+
Senlor Culminating Experfence oS - —— e

+ 0], 44+ p<Cl00 & Unstd B > 0010, 444 p<0(i00]1 & Unsed B > 030

Soutce: Ensuring Quaity & Taking High-impect Practices fo Scale by George D. Kuh and Ken O'Donnedl, with Cass Studles by Sally
Reed. (Washington, DC: AACEU, 20131 For Information and more resources and research from LEAF, 562 www.aacu.orgdeap.
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Appendix G: Sample Guided Pathway with Signature Work

The following pages describe the Signature work as defined by AAC&U.

The LEAP Challenge:
Signature Work for All Students

The LEAP Challenge tnvites colleges and universities to make Signature Work a goal
for all stedents—and the expected standard of quality learning in college.

"l learned the absolute
WHAT IS SIGNATURE WORIK? maost from iy research
In Signature Work, a stodent wses his or her comulative learning to pursee a significant project...with the
project related 1o a problem she or he defines. In the project conducted throughout at
least one semester, the student takes the lead and prodoces work that expresses insights
and learning gained from the inguiry and demonstrates the skifls and knowledge she or

proféssor as well as

[from) my capstone

he has acquired. Faculty and mentors provide support and guidance. experience because
Signature Work might be pursued in a capstone course or in research conducted across R lt“ilﬂ.l‘ld_
thematically linked courses, or in another field-based activity or internship. It might independent learning
include practicums, community service, or other experiential leaming. 1t always shoold e e
include substantial writing, multiple kinds of reflection on learning, and visible resalts, focns group d

Many students may choose to use e-portfolios to display their Signature Work produocts

and learning outcomes.

SIGHNATURE WORK'S ESSENTIAL ROLE

A twenty-first-century education prepares students to work with unscnipted problems. Today’s graduates will
participate in an sconomy fueled by successful innovation—and engage with diverse communities that urgently
need solutions to intractable problems. Our graduates will have to secure environmental sustainability, find ways
to maintain human dignity and equity in an increasingly polarized nation, and manage a world rife with conflict.
They will need to balance family and career in a climate that increasingly devalues personal privacy and presents
obstacles to fiourishing,

Megotiating this world demands an edocation that explores issues from multiple perspectives and across
disciplines—and that helps students apply what they learn to real-world situations. Signature Work is a powerful
way to help students integrate varions elements of their education and apply their learning in meaningful ways.
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Understanding Signature Work

TAPPING MOTIVATION

In Signature Worlk, each student addresses one or more problems that matter to the student and to society:
A problem may be related to a contemporary issue that needs a practical solution, or to an enduring concept,
such as freedom, integrity, or justice.

Through Signature Work, students immerse themsebves in exploration, choosing the questions they want to
study and preparing to explain the significance of their work to others. This process helps students develop the
capacities—e.g., invesligation, evidence-based reasoning, and the ability to collaborate constructively—to grapple
with problems where the “right answer” i= still unknewn and where any answer may be actively contested.

Of course, colleges can and should assess a student’s Signature Work for evidence of his or her proficiency on key
learning outcomes. Buf the value of Signature Work goes far beyond assessmient. 1t taps sindents’ own motivations,

landling imagination and providing opportunities for in-depth learning that go well beyond the traditional
compilation of course credits, grades, and credentials.

"The premium on
lifelong learming just
keeps going up...and
the importance of static
knowledge is going
down. ... Students have
to have knowledge and
know how to use it .
All learning should

revlve around projects.”

= INaviif Rarmny Exeowine Vice

Presicdent, Fa

4 ] :
Devenopmerd, Los Angeles Area

Chamrdvr of Commene

imer sl Wirmigions

Signature Work also plays a cemtral role in preparing students to navigate through ongoing
and often disruptive change. The world is evolving quickly. And in today's economy,
graduates are likely to move to new jobs, or even new careers, multiple times. These
transitions will require new skills or even personal reinvention. More than ever before,
students” ability to tap their own inner resources—their sense of purpose, ethical compass,
and resilience—will be important components of success in work and life.

BUILBING SKILLS EMPLOYERS REQUIRE

Signature Work can help every student get more out of higher education—and be better
prepared for work and life. It helps students integrate their major area of study with other
disciplines and apply all they have learned to real-world situations.

Signature Work also bailds the skills employers most value: 91 percent of employers say
that critical thinking, communication, and problem-salving abilities are more important
than a potential employecs undergraduate major. Mearly all employers surveyed

{90 percent) give hiring preference to college graduates with skills that enable them

to contribute to innovation in the workplace.®
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SIGNATURE WORK,
PROFESSIONAL SUCCESS

SIGNATURE WORK IN ACTION
Signature Work is underway at colleges and universities across the country,

The namies and approaches differ, but the concept of students taking the
lead on complex learning is the same. Selected examples indude

The Integrated Concentration in Science (iCons) at the University of
Massachusetts Amherst (MA) is a set of interdisciplinary, problem-based
courses for students majoring in fields across the scences, engineering,
and public health. Stndents take ane course each of their first three years
and complrte a yeadong independent research project during their senior
vear i ons courses wse 4 case study model, with case studies focused

on the evolving robe of science in addressing unsolved social or health
problems.

LaGuardia Community College (NY) engages students with kearning
communitics anchored by development of individual electronic portfolios
Smdents nse the e-portfolios to display their best work as well as to track
and reflect on their own progress in achieving their academic, work, and life
goals. LaGuardiss curricular pathways also provide opportunitics to engage
with and apply learning in the diverse neighborhoods surrounding the
college.

The College of Wooster (OH) requoires every student to complete an
in-depth senior research project called Independent Study. The entire
curriculum builds students’ capacity for this project, so by senior year,
students are able to research effectively.

Cornel University (NY) recently announced the launch of Engaged
Comell, an effort to make community engagement a hallmark of s

undergraduate program. Over the next 10 years, across all its colleges,
Cornell aims to expand curricula that incorporate learning experiences in
communitics, guided by a set of cross-disciplinary learning outcomes and
good practices for community partnerships. By 2025, the initiative sims
to provide oppaortunity for every student to participate in commumity-
engagement, & home or around the workd.
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EMPLOYERS VALUE
PROJECT-BASED LEARMING

Percantage of employers who say they would
be more likely to consider hiring a candidate
if she or he had completed an advanced,
comprehensive senior project.

*Ha Brwearch Amoaaio, Felog St Colepe Leaming anad Career

Sorcom (ANCEL, J0LEL

EXPERIEMNCES THAT LEAD
TO FLOURISHING

24 x

Caliege graduates are 2.4 times as fiely to be
engaged at work if they had an internshio or
job that aflowed themn to apply their classroom
lmarning, were active in cocurricuar activities,
znd worked an a project that took 2 semester
or more o complete.

Only & percent of gracustes report having
all of these experiences. Only 32 percent
report working on & projeck that took at least
a semester o complete. ™

“G g Gornat fubs, Gevar Livea: The 2604 Gallap-Pusder Iudes
Haport [28014).



Sample Guided Pathway with Signature Work

Preparing students to

do Signature Work will

reguire thoughtful y ¥
; 4 CREATIVE &
redesign of curricular
9 FIRST-YEAR ARTISTIC INQUIRY
pathways. This example INQUIRY and
of a general education LER LR A
pathway is rich with = HISTORICAL
4 : Sy INTERPRETATION
problem-based learning. CrOSs- il
It can be integrated with CULTURAL o e A P TS OO
: . and GLOBAL | 4 ! el
any well-designed major. I SCIENCE I |
e STUDIES ' EXPLORATIONS | @
Students taking this e e e e e
pathway would develop :E-iljl.;r;T-l'!'-A;I;;: RN = ol
i i [ o
core intellectual skills ' REASONING ' @ ! SOCIO-ECONOMIC §
. - ' AMNALYSIS ¢
L — Fl i 1
and knowledge through e R L

exploration of big

E-FORTFOLIO 5HOWS 5TUDENT'S

questions, and they would
be reqmrEd to EDDI},F their 1 Ditversity arid glibal learning coerses D Whiting infensive

learning in their own 5/ High-lmpact Practces (HIPs) E:' ot b rienlnative oyl
Signature Work.

‘ Conrses related to mager field :_ : Both writing irifenstve and
=7 intensive e auenrelitative anilyss
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“It 15 hugh rime to break free of the old ‘breadth first, depth second’ model for
college learning. Instead, we need puided pathways to integrative and adaptive
learning. We must ensore that all students are given opportunities to tackle
complex questions—{rom first to final year” — Gwal Goary Schneide, Presidmi, AACSD

* Far students in twr-year degres programs, this work i Signature Work For
staidents ini four-year degree prograsms, i & preparation for Sigrature Work.
institution ar followtmg transfer
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Appendix H: The Degree Qualifications Profile Overview

These qualifications are expected to be met byestiscby the end of their undergraduate career
at the Bachelor’s level. These qualifications ampetencies describe ways that students
demonstrate their proficiency of the LEAP Esseritedrning Outcomes as highlighted in
Appendix A. The DQPs presented here are from ThgrézeQualifications Profile published by
the Lumina Foundation. A full copy of the Luminaufalation DQP publication can be found at
http://www.luminafoundation.org/files/resources/dufi.

Specialized Knowledge:

e Defines and explains the structure, styles andtigezcof the field of study using its
tools, technologies, methods and specialized terms.

e Investigates a familiar but complex problem in fileéd of study by assembling,
arranging and reformulating ideas, concepts, desagul techniques.

e Frames, clarifies and evaluates a complex challémagebridges the field of study and
one other field, using theories, tools, methodssatblarship from those fields to
produce independently or collaboratively an in\gtive, creative or practical work
illuminating that challenge.

e Constructs a summative project, paper, performanegplication that draws on current
research, scholarship and techniques in the fiesdualy.

Broad and Integrative knowledge:

e Describes and evaluates the ways in which at teasfields of study define, address,
and interpret the importance for society of a peabin science, the arts, society, human
services, economic life or technology. Explains hbermethods of inquiry in these
fields can address the challenge and proposespanah to the problem that draws on
these fields.

e Produces an investigative, creative or practicakwioat draws on specific theories, tools
and methods from at least two core fields of study.

e Defines and frames a problem important to the nfagtat of study, justifies the
significance of the challenge or problem in a wisecietal context, explains how
methods from the primary field of study and onenare core fields of study can be used
to address the problem, and develops an approathkrdws on both the major and core
fields.

Intellectual Skills:
Analytic inquiry
e Differentiates and evaluates theories and appraaicheelected complex
problems within the chosen field of study and asteone other field.
Use of Information resources
e Locates, evaluates, incorporates, and properlg ogltiple information
resources in different media or different languaggsojects, papers or
performances.
e Generates information through independent or cotative inquiry and uses that
information in a project, paper or performance.
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Engaging diverse perspectives

e Constructs a written project, laboratory reportiibi, performance or
community service design expressing an alterndtaraij political or
technological vision and explains how this visiaffieds from current realities.

e Frames a controversy or problem within the fieldtofdy in terms of at least two
political, cultural, historical or technologicalrties, explores and evaluates
competing perspectives on the controversy or propénd presents a reasoned
analysis of the issue, either orally or in writitigat demonstrates consideration of
the competing views.

Ethical reasoning

e Analyzes competing claims from a recent discovseeigntific contention or
technical practice with respect to benefits anadrisato those affected, articulates
the ethical dilemmas inherent in the tension ofdiigmand harms, and either (a)
arrives at a clearly expressed reconciliation af tension that is informed by
ethical principles or (b) explains why such a regietion cannot be
accomplished.

e Identifies and elaborates key ethical issues pteseat least one prominent
social or cultural problem, articulates the waysvimich at least two differing
ethical perspectives influence decision making eomag those problems, and
develops and defends an approach to address thalésisue productively.

Quantitative fluency

e Translates verbal problems into mathematical allgars so as to construct valid
arguments using the accepted symbolic system dienstical reasoning and
presents the resulting calculations, estimates amslyses or quantitative
evaluations of public information in papers, prégear multimedia presentations.

e Constructs mathematical expressions where apptegaaissues initially
described in non-quantitative terms.

Communicative fluency

e Constructs sustained, coherent arguments, narsativexplications of issues,
problems or technical issues and processes, imgiand at least one other
medium, to general and specific audiences.

e Conducts an inquiry concerning information, coruts, technologies or practices
in the field of study that makes substantive useani-English-language sources.

e Negotiates with one or more collaborators to adeaacoral argument or
articulate an approach to resolving a social, pekor ethical dilemma.

Applied and collaborative learning:

e Prepares and presents a project, paper, exhibibrpgnce or other appropriate
demonstration linking knowledge or skills acquiredvork, community or research
activities with knowledge acquired in one or masdds of study, explains how those
elements are structured, and employs appropritgtearis to demonstrate the relationship
of the product to literature in the field.

e Negotiates a strategy for group research or pedoo®, documents the strategy so that
others may understand it, implements the strat@gy,communicates the results.

e Writes a design, review or illustrative applicatimn an analysis or case study in a
scientific, technical, economic, business, hea&tlycation or communications context.
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e Completes a substantial project that evaluategrafisiant question in the student’s field
of study, including an analytic narrative of théeefs of learning outside the classroom
on the research or practical skills employed incekag the project.

Civic and global learning:

e Explains diverse positions, including those repméag different cultural,
economic and geographic interests, on a contestigliitpssue, and evaluates the
issue in light of both those interests and evidairagvn from journalism and
scholarship.

e Develops and justifies a position on a public isané relates this position to
alternate views held by the public or within thdigpenvironment.

e Collaborates with others in developing and impletimgnan approach to a civic
issue, evaluates the strengths and weaknesses pfdbess, and, where
applicable, describes the result.

e Identifies a significant issue affecting countriesntinents or cultures, presents
guantitative evidence of that challenge througletgbnd graphs, and evaluates
the activities of either non-governmental organaa or cooperative inter-
governmental.
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Appendix I: Alverno College “Core Abilities”

(http://www.alverno.edu/academics/ouruniguecurriculum/)

The Alverno curriculum model is based on competencies or what is referred to as core
capabilities. These are meant to help you develop necessary skill sets through ongoing
assessment and feedback. Students demonstrate what they have learned until the skill
is mastered. To enable mastery of this skill set, these abilities throughout the
curriculum. This scaffolding is seen with the numbered steps highlighted under each
ability below. For example, in a first year course, students would expect to meet steps 1
or 2. In order to graduate from Alverno, students are required to reach at least level 4. In
some departments, they may require higher levels.

- Communication: makes meaning of the world by connecting people, ideas,
books, media and technology. You must demonstrate and master the ability to
speak, read, write and listen clearly, in person and through electronic media.

« Analysis: develops critical and independent thinking. You must demonstrate
and master the ability to use experience, knowledge, reason and belief to form
carefully considered judgments.

- Problem-Solving: helps define problems and integrate resources to reach
decisions, make recommendations or implement action plans. You must
demonstrate and master the ability to determine what is wrong and how to fix it,
working alone or in groups.

- Valuing: approaches moral issues by understanding the dimensions of
personal decisions and accepting responsibility for consequences. You must
demonstrate and master the ability to recognize different value systems,
including your own; appreciate moral dimensions of your decisions and accept
responsibility for them.

« Social Interaction: facilitates results in group efforts by eliciting the views of
others to help formulate conclusions. You must demonstrate and master the
ability to elicit other views, mediate disagreements and help reach conclusions
in group settings

- Developing a Global Perspective: requires understanding of -- and respect
for -- the economic, social and biological interdependence of global life. You
must demonstrate and master the ability to appreciate economic, social and
ecological connections that link the world’s nations and people.

« Effective Citizenship: involves making informed choices and developing
strategies for collaborative involvement in community issues. You must
demonstrate and master the ability to act with an informed awareness of issues
and participate in civic life through volunteer activities and leadership.

« Aesthetic Engagement: integrates the intuitive dimensions of participation in
the arts with broader social, cultural and theoretical frameworks. You must
demonstrate and master the ability to engage with the arts and draw meaning
and value from artistic expression.

They designed assessment tools that focused on performance-based assessments.
Importantly, the institution came to see design of assessment “as an integral part of
teaching, no an addition to it.”
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Structure: Each faculty member serves in a disciplinary department as well as in an
ability. There is a department chair for each ability. To facilitate meeting times, the
institution established a common meeting time and hold three institutes (August,
January, and May) to support development, research, and scholarship in these ability
areas.

More is included in the documented below.
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The Individual Levels for each capability are highlighted below:

1.Communication: Speaking, Writing,
Listening, Reading, Quantitative Literacy,
Computer Literacy
Beginning Levels: Uses self assessment to identify and evaluate
communication performance
Level 1—Recognizes own strengths and weaknesses in different
modes of communication

Level 2—Recognizes the processes involved in each mode of
commumcation and the mteractions among them

Intermediate Levels: Commumicates using discipline concepts
and fmmeworks with growing understanding
Level 3—Uses communication processes purposefully to make
meaning in different disciplinary contexis

Level 4—Connects discrete modes of communication and
integrates them effectively within the frameworks of a
discipline

Advanced Levels in Areas of Specialization: Performs clearly
and sensitively m increasingly mome creative and engaging
presentations
Level 5—Selects, adapts, and combines communication
strategies in relation to disciplinary/professional frameworks
and theories

Level 6—Uses strategies, theories, and technologies that reflect
engagement in a discipline or profession

3.Problem Solving
Beginning Levels: Articulates problem solving process and
understands how a discipline framework is used to solve a
problem
Level 1 —Articulates problem solving process by making
explicit the steps taken to approach a problem

Level 2 —Practices using elements of disciplinary problem
solving processes to approach problems

Intermediate Levels: Takes thought{ul responsibility for process
and proposed solutions to problems
Level 3—Performs all phases or steps within a disciplinary
problem solving process, including evalvation and real or
simulated mplementation

Level 4 — Independently analyzes, selects, uses, and evaluates
various approaches to develop solutions

Advanced Levels in Areas of Specialization: Uses problem
solving strategies in a wide vanety of professional situations
Level 5—Demonstrates capacity to transfer understanding of
group processes into effective performance in collaborative
problem solving

Level 6— Applies methods and frameworks of
profession/discipline(s): integrating them with personal
values and perspectives; adapting them to the specific field
setting; demonstrating independence and creativity in
structunng and carymmg out problem solving activities
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2.Analysis

Beginning Levels: Observes individual parts of phenomena and

their relationships to one another
Level 1—Observes accurately

Level 2—Draws reasonable inferences from observations

Intermediate Levels: Uses disciplinary concepts and
frameworks with growing understanding
Level 3—Perceives and makes relabionships

Level 4— Analyzes structure and organization

Advanced Levels in Areas of Specialization: Consciously and
purposclully apphes disciplinary frameworks o analyze complex

phenomena

Level 5—Refines understanding of frameworks and identifies
criteria for determining whut frameworks are suitable for

explaining a phenomenon

Level 6—Independently applies frameworks from major and

minor discipline to analyze complex issues

4.Valuing in Decision-Making
Beginning Levels: Explores the valuing process
Level 1 —Identifies own and others’ values and some key
cmotions they evoke

Level 2—Connects own values to behavior and articulates the
affective, cognitive, spintual and behavioral dimensions of
this process

Intermediate Levels: More precisely analyzes the role of
groups, culures, and societies in the construction of values and
their expression in moral systems or ethical frameworks
Level 3— Analyzes reciprocal relationship between own values
and their social contexts and explores how that relationship
plays out

Level 4 —Uses the perspectives and concepts of particular
disciplines to inform moral judgments and decisions

Advanced Levels in Areas ol Specialization: Explores and
applies value systems and ethical codes at the heart of the field
Level 3 —Uses valuing frameworks of & major field of study or
profession to engage significant issues in personal,
professional, and civic contexts
Level 6—Consistently examines and cultivates own value
systems in order to take initiative as a responsible self in the
world



5_Social Interaction
Beginning Levels: Learns frameworks and self assessment skills
to support interpersonal and task-oriented group interactions
Level 1 —Recognizes analytic frameworks as an ayenue to
becoming aware of own behaviors in mteractions and to
participaing fully m those ineractions

Level 2—Gains insight into the affective and practical
ramifications of interactions in their social and cultural
context

Intermediate Levels: Uses analytic frameworks and self
awareness to engage with others in increasingly effective
interaction across a range of situations
Level 3—Increases effectiveness in group and interpersonal
mteraction based on careful analysis and awareness of self
and others n social and cultural contexts

Level 4—Displays and continues to practice increasingly
effective interactions in group and interpersonal situations
reflecting cognitive understanding of social and cultural
contexts and awareness of affective components of own and
others’ behavior

Advanced Levels in Areas ol Specialization: Integrates
discipline-specific frameworks with social interaction models to
function effectively with diverse stakeholders in professional roles
Level 3 —Consistently and with increasing autonomy
demonstrates effective professional interaction using multiple
disciplinary frameworks 1o interpret behavior and monitor
own interaction choices

Level 6— Uses leadership abilities to facilitaie achievement of
professional goals in effective interpersonal and group
mleractions

7.Effective Citizenship
Beginning Levels: Identifies significant community ssues and
assesses ability to act on them
Level 1—Develops self assessment skills and begins to identify
frameworks to describe community experience

Level 2—Uses discipline coneepts to deseribe what makes an
1ssue an 1ssue and to develop skills necessary to gather
information, make sound judgments, and participate mn the
decision making process

Intermediate Levels: Works within both organizational and
community contexts to apply developing citizenship skills
Level 3—Examines and evaluates individual and organizational
charateristics, skills and sirategies to accomplish mutual
goals in and among organizations in commumities

Level 4 —Develops both a strategy for action and critena for
evaluating the effectiveness of plans

Advanced Levels in Areas ol Specialization: Takes a leadership
role in addressmg organizational and community issues
Level 5—Waorks effectively in the civic or professional realm
and waorks effectively with others to develop their ability o
participate

Level 6—Tests developing theory, anticipating problems that are
likely to emerge, and devising ways to deal with them
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6.Developing a Global Perspective
Beginning Levels: Identifies what shapes own opinions and
Judgments with regard to global 1ssues, and uses course concepts
to broaden own perspective
Level 1 —Atticulates current knowledge about the world's
diversity and identifies strategies for further developing
knowledge

Level 2— Applies course concepts to make informed inferences
about global issues

Intermediate Levels: Uses frameworks from multiple disciplines
to deepen understanding of global 1ssues from a variety of
perspectives
Level 3 —Uses disciplinary concepts and frameworks to wentify
implications of the world’s diversity and global
mtereonnecions

Level 4 —Uses disciplinary frameworks to take a perspective
markedly different from her own on a topic with global
dimensions

Advanced Levels in Areas of Specialization: Uses selected
discipline theores to analyze the interrelation of complex global
systems
Level 5—Uses theory from major discipline to generate
pragmatic approaches to specific global ssues
Level 6 —Creatively and independently proposes theoretical and
pragmatic approaches to specific global concems

8. Aesthetic Engagement
Beginning Levels: Develops an openness to the arts
Level 1 —Makes imformed artistic and interpretive choices

Level 2—Articulates rationale for artistic choices and
interpretations

Intermediate Levels: Refines artistic and interpretive choices by
integrating own aesthetic experiences with a broader context of
disciplinary theory and cultural and social awareness

Level 3 —Revises choices by integraing disciplinary contexts

Level 4—Develops awareness of creative and mnterpretive
PrOCESSES

Advanced Levels in Areas of Specialization: Creates works of
art and/or interpretive strategies and theories that synthesize
personal preferences and disciplinary concepts

Level 5—Develops and expresses personal aesthetic vision

Level 6—Integrates sesthetic vision mto academic, professional,
and personal life



Appendix J: Purpose and Goals for General Education at
Portland State University

Purpose

The purpose of the general education program at Portland State University 1s to facilitate
the acquisition of the knowledge, abilities, and attitudes which will form a foundation for
lifelong learning among its students. This foundation includes the capacity and the
propensity to engage in inquiry and critical thinking, to use various forms of
communication for learning and expression, to gain an awareness of the broader human
experience and its environment, and appreciate the responsibilities of persons to
themselves, to each other, and to community.

(roals

Goal 1. Inquiry and Critical Thinking

To provide an integrated educational experience that will be supportive of and
complement programs and majors and which will contribute to ongoing, lifelong inquiry
and learning after completing undergraduate education at Portland State University.

Strategies

1. Assist development of critical reasoning and the ability to engage in inquiry.

2. Assist development of the capability to evaluate differing theories, modes of
inguiry, systems of knowledge, and knowledge claims.

3. Achieve an intelligent acquaintance with a range of modes and stvles of inquiry
and social construction.

4. Assist development of the ability to understand and critically evaluate information
presented in the form of graphics and other visual media.

5. Assist development of the ability to use writing as a way of thinking, of

discovering 1deas, and of making meaning as well as expressing 1t.

Assist development of the abihity to enitically evaluate numerical information.

Enhance student fammliarity with science and scientific inquiry.

Enhance student familiarity with and capabilities to employ current technologies

to facilitate learning and inquiry.

G971 oh
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9. Enhance awareness of and appreciztion for the mterconnections among the
specialized areas of knowledge encompassed by disciplines and programs.

10. Provide awareness of choices among academic disciplines and programs.

11, Provide students with an opportunity to explore applications of their chosen fields
of study,

Goal 2. Communication
To provide an integrated educatonal expenence that will have as a primary focus
enhancement of the ability to commumnicate what has been learned.

Sfrategies
I. Enhance student shility to express what 15 intended in several forms of wnitten
and oral commumication
2. Asmist students to develop the ability to create and use graphics and other forms of
visual commumcation,
3. Enhance student ability to communicate quantitative concepts.
4. Develop student ability to employ current technologies to assist communication,

Croaf 3. Human Expenience
To provide an mtegrated education that wall merease understanding of the human
experience. This includes emphasis upon scientific, soceal, multiculural, environmental,
and artistic components to that experience and the full realization of human potential as
mdividuals and commurnitics.
Strategies
I. Enhance swarencss and appreciation of socictal diversity in the local, natsonal,
and global communitees.
2. Explore the evolution of human crvilization from diffening disciplinary and
cultural perspectives.
Explore the course and implications of scientific and technological change.
4. Develop an appreciatson of the aesthetic and mtellectunl components of the
human expenience in hiterature and the arts.
Explore the relationship between physical, mtellectual, emotional, and social
well-being including the means by which setf-actualization 15 developed ond
maintamed throughout life.
fs, Explore and appreciate the aesthetics of artistic expression and the contnibutions
of the fine and performing arts and of human movement/sport/play to the qualsty
of life.
7. Develop the capacity 1o adapt to life challenpes and to foster human development
{including imtellectual, physical, social and emotional dimensions) amongst self
and others throughout the bife span,

i

Lh

Croal 4. Ethecal Issues and Social Responsiility

Provide an mtegrated educationa| expenence that develops an appreciation for and
understanding of the relationships among personal, socsetal, and global well-being and
the personal implications of such 1ssues as the basis of ethical judement, societal diversity,

and the expectations of social responsibilnty.
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Strategies

Appreciate the impact of life choices on personal, social, and environmental
health.

. Gam an understanding of ethical dilemmas confronted by individuals, groups, and
communities and the foundations upon which resolution might be possible.

. Practice and test one's capacities to engage the ethical, interactive, and
organizational challenges of the present era.

Explore the personal implications and responsibilities in creating an ethical and
safe familial environment, neighborhood. work environment, society, and global
community.

. Explore and appreciate the role of diversity 1n achieving environmental, social,
and personal health.

. Gain familiarity with the values, foundations, and responsibilities of democratic
society.
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Sample VALUE Rubri

Appendix K

PROBLEM SOLVING VALUE RUBRIC

[for more information, please contact value@aacu. org

The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States through a process that examined many existing campus rubrics
and related documents for each learning outcome and incorporated additional feadback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and discussing student learning, not for grading. The core
expectations articulated in all 15 of the VALUE rubrics can and should be translated into the language of individual campuses, disciplines, and even courses. The utility of the VALUE rubrics is to
position learning at all undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common dialog and understanding of student
SUCCEss.

Definition
Problem solving is the process of designing, evaluating and implementing a strategy to answer an open-¢nded question or achieve a desired goal.

Framing ruage

Problem-solving covers a wide range of activities that may vary significantly across &mﬂ.@ﬂm%ﬂmdsmnw that encompass problem-solving by students may involve problems that range from
well-defined to ambiguous in a simulated or laboratory context, or in real-world settings. This rubric distills the common elements of maost problem-solving contexts and is designed to function across
all disciplines. Tt is broad-based enough to allow for individual differences among learners, yet is concise and descriptive in its scope to determine how well students have maximized their respective
abilities to practice thinking through problems in order to reach solutions.

This rubric is designed to measure the quality of a process, rather than the quality of an end-product. As a result, work samples or collections of work will need to include some evidence of
the individual’s thinking about a problem-solving task (e.g, reflections on the process from problem to proposed solution; steps in a problem-based learning assignment; record of think-aloud protocol
while solving a problem). The final product of an assignment that required problem resolution is insufficient without insight into the student’s problem-solving process. Because the focus is on
institutional level assessment, scoring team projects, such as those developed in capstone courses, may be appropriate as well.

Glossary

The definitions that follow were develgped to clarify terms and concepts used in this rubric only.
+ Contextual Factors: Constraints (such as limits on cost), resources, attitudes (such as biases) and dlesired additional knowledge which affect how the problem can be best solved in the real world
or simulated setting.
Critique: Involves analysis and synthesis of a full range of perspectives.
Feasible: Workable, in consideration of time-frame, functionality, available resources, necessary buy-in, and limits of the assignment or task.
“Off the shelf "solution: A simplistic option that is familiar from everyday experience but not tailored to the problem at hand (e.g. holding a bake sale to "save” an underfunded public library).
Solution: An appropriate response to a challenge or a problem.
Strategy: A plan of action or an approach designed to arrive at a solution. (If the problem is a river that needs to be: crossed, there could be a construction-oriented, cooperative (build a bridge
with your community) approach and a personally oriented, physical (swim across alone) approach. An approach that partially applies would be a personal, physical approach for someone who
doesn't know how to swim.
* Support: Specific rationale, evidence, etc. for solution or selection of solution.
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PROBLEM SOLVING VALUE RUBRIC

Jor more information, please contact value@aacu.org

Definition

Problem solving is the process of designing, evaluating, andl implementing a strategy to answer an open-ended question or adhieve a desired goal.

Elvaluators are enconraged fo assign a Jero fo any work sample or collection of work that does not meet benchmark (cell one) level performance.

Capstone

4

Milestones

3

2

Benchmark
1

Define Problem

Demonstrates the ability to construct a clear
and insightful problemn statement with
evidence of all rddevant contextual factors.

Demonstrates the ability to construct a
problem statement with evidence of most
relevant contextual factors, and problem

Begins to demonstrate the ability to
construct a problem statement with
evidence of most relevant contextual

Demonstrates a limited ability in identifying
a problem statement or related contextual
factors.

statement is adequately detailed. factors, but problem statement is superficial.

Identify Strategies Identifies multiple approaches for solving | Identifies multiple approaches for solving, | Identifies only a single approach for solving | Identifies one or more approaches for
the problem that apply within a specific the problem, only some of which apply the problem that does apply within a solving the problem that do not apply
context. within a specific context. speific context. within a specific context.

Propose Solutions/Hypotheses Proposes one or more solutions/ hypotheses [ Proposes one or more solutions/ hypotheses | Proposes one solutiony’ hypothesis that is | Proposes a solution/ hypothesis that is
that indicates a deep comprehiension of the |that indicates comprehension of the “off the shelf " rather than individually difficult to evaluate because it is vague or
problem. Solution/ hypotheses are sensitive | problem. Solutions/ hypotheses are sensitive | designed to address the specific contextual | only indirectly addresses the problem
to contextual factors as well as all of the to contextual factors as well as theone of | factors of the problem. statement.

following; ethical, logjcal, and cultural
dimensions of the problem.

the following: ethical, logical, or cultural
dimensions of the problem.

Evaluate Potential Solutions

Evaluation of solutions is deep and elegant
(for example, contains thorough and
insightful explanation) and includes, deeply
and thoroughly, all of the following;:
considers history of problem, reviews
logic/ reasoning, examines feasibility of
solution, and weighs impacts of solution.

Evaluation of solutions is adequate (for
example, contains thorough explanation)
and includes the following; considers history
of problem, reviews logic/ reasoning,
exarnines feasibility of solution, and weighs
impacts of solution.

E valuation of solutions is brief (for
example, explanation lacks depth) and
includes the following; considers history of
problem, reviews logic/ reasoning, examines
feasibility of solution, and weighs impacts
of solution.

Evaluation of solutions is superficial (for
example, contains cursory, surface level
explanation) and includes the following;
considers history of problem, reviews
logic/ reasoning, examines feasibility of
solution, and weighs impacts of solution.

Implement Solution

Implements the solution in a manner that
addresses thoroughly and deeply multiple
contextual factors of the problem.

Implements the solution in a manner that
addresses multiple contextual factors of the
problem in a surface manner.

Implements the solution in a manner that
addresses the problem statement but ignores
rddevant contextual factors.

Implements the solution in a manner that
does not directly address the problem
statement.

Evaluate Outcomes

Reviews results reative to the problem
defined with thorough, specific
considerations of need for further work.

Reviews results relative to the problem
defined with some consideration of need
for further work.

Reviews results in terms of the problem
defined with little, if any, consideration of
need for further work.

Reviews results superficially in terms of the
problem defined with no consideration of
need for further work
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Appendix L: Employer Opinions on Learning Outcomes

Key findings from survey among 400 employers and 613 college students conducted in November and December 2014

For The Association of American Colleges and Universities by Hart Research Associates
www.aacu.org/leap/public-opinion-research

This information was presented by Debra Humphreys in her talk “Communicating Effectively About the Value(s) of General
Education (Part 1—Understanding Competing Messages and Environment)” at the Institute on General Education and Assessment

in June, 2015

Employers’ agreement with statements about college learning aims regardless of student’s chosen field of study

| m Strongly agree  ® Somewhat agree |

All college students should have educational experiences that teach them how to solve
problems with people whose views are different from their own

59% 96%

All college students should gain an understanding of democratic institutions and values

32% 87%

Every college student should take courses that build the civic knowledge, skills, and judgment

essential for contributing to our democratic society

33% 86%

Every college student should acquire broad knowledge in the liberal arts and sciences

29% 78%

All college students should gain intercultural skills and an understanding of societies and
countries outside the United States

21% 78%

120

Students/
total agree

94%

85%

86%

83%

87%



Proportions of employers rating each skill/lknowledge area
as very important for recent college graduates to have*

Oral communication

Working effectively with others in
teams

Written communication

Ethical judgment and decision-
making

Critical/analytical thinking

Applying knowledge/
skills to real world
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85%

83%

82%

81%

81%

80%

Students:

very important
for success

in workplace*

78%

7%

75%

74%

79%

79%
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