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APPENDIX A

Appendix A

Skidmore College: Institutional Profile

Skidmore is a selective, nationally ranked liberal arts college, currently enrolling 2,200
students in 65 undergraduate academic majors. The College’s principal mission is the
education of a diverse population of talented students who are eager to engage in the
learning process. Our faculty and staff create a challenging yet supportive environment

- that cultivates students’ intellectual and personal excellence, encouraging them to expand

their expectations of themselves while they enrich their academic understanding, In
keeping with the College’s founding principle of linking theoretical with applied
learning, the Skidmore curriculum balances a commitment to the liberal arts with
preparation for professions, careers, and community leadership.

- Skidmore’s faculty of more than 200 teachers and scholars take pride in their close work
with students and in the innovative curriculum, encouraging collaborative research and
creativity within and across all disciplines. The College believes that thoughtfirl
mentoring and teaching are inextricably linked, as evident in Skidmore’s new First Year
Experience program. The student-faculty ratio is 11:1, and class sizes average 16
students. Equally active beyond the classroom, Skidmore faculty have achieved national
and international recognition, from Pulitzer and Emmy awards to major fellowships and
grants, including Fulbright, Guggenheim, NEH, NEA, NI, and NSF.

The history of Skidmore reflects a tradition of dynamic leadership, consistently high
aspirations, and corresponding achievements. Founded in 1903 by Lucy Skidmore
Scribner to provide a practical education for women, Skidmore was chartered as a four-
year college in 1922, and has advanced in less than a century to the front ranks of
national institutions of higher education. Skidmore was one of the first women’s colleges
to make a successful conversion to coeducation, in 1971, Skidmore was also the first
school in New York State to provide nonresidential programs for adult learners, through
its University Without Walls (UWW), introduced in 1971; a Master of Arts in Liberal
Studies (MALS) program was added in 1992, :

Skidmore’s unique combination of leadership, vision, and risk-taking is also evident in its
construction of an impressive new campus, beginning in the early 1960s. Today, the
campus’s 50 contemporary buildings with state-of-the-art facilities are situated on 850
wooded acres, just a short walk from downtown Saratoga Springs. The campus has been
designed to be an effective living-learning environment that is conducive to both
intellectual and social engagement. The newest campus addition is the nationally
acclaimed Tang Teaching Museum and Art Gallery, designed by renowned architect
Antoine Predock, where students from all academic majors are engaged in
interdisciplinary activities.

Skidmore students are engaged in a multitude of co-curricular activities, study abroad
programs, and a competitive NCAA Division IIT intercollegiate athletics program. The
Skidmore campus is active year-round, and some of Skidmore’s Special Programs are




particularly popular in the summer, including nationally recognized programs such as the
New York State Summer Writers Institute, the Skidmore Jazz Institute, the Boys Choir of
Harlem residency, and residencies of major dance companies, The college’s Summer
Programs draw diverse participants and audiences throughout the season and add
significantly to the cultural and arts offerings of the region. Beyond the campus, the
quarterly journal of the humanities and social sciences Salmagundi represents Skidmore
within the arena of influential public debate.

The College is closely aligned with the city in which it is located. Saratoga Springs is the
recipient of four national awards for its quality of life and vibrant downtown. Its myriad
attractions include the Saratoga Performing Arts Center (summer home of the New York
City Ballet and the Philadelphia Orchestra), 10 museums, a famed thoroughbred
racetrack, and a number of spas. Set in the foothills of the Adirondack Mountains,
Saratoga Springs is a half-hour drive from the New York State capital at Albany and a
three-hour drive from New York City, Boston, and Montreal.

Institutional Philosophy

Creative thought matters—every life, every career, every profession is made more
profound with creative ability at its core. At Skidmore, the theme of creativity carries
throughout and across the disciplines. Our goal has been not simply to encourage creative
work within the sciences, social sciences, arts, and humanities, but to champion creative
thought across traditional disciplinary bounds and to extend this approach into less
traditional liberal arts programs such as Management and Business, Education, and
Social Work. Thus the College has long been respected for a curriculum that invites
serious engagement in both the traditional liberal arts and an array of preprofessional
framing.

The Skidmore curriculum provides a creative intellectual foundation for every student.
Students pursue connections among an unusually wide range of disciplinary perspectives
and embark on their careers well-prepared to take full advantage of the diversity of
opportunities they will encounter in the complex modern world, The crossdisciplinary,
highly sophisticated environment of the College, coupled with skilled faculty guidance,
results in heightened intellectual performance for our students. As practiced at Skidmore
- College; the liberal arts produce a transformational educational experience and promote
lifelong learning. '
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Student Engagement Survey Reports
APPENDIX C

Student Engagement: Faculty Survey Reports

L. Methodology:

Phyllis Roth and Kate Berheide conducted an e-mail survey of all our faculty and asked them to write
back, identifying what they considered to be characteristics of students whom they would describe as
“engaged.” 40 faculty responded.

Since there was no formal structure to the responses, those faculty who responded did so in varied ways,
ranging from discussing one or two characteristics quite extensively and sometimes eloquently to listing
a number of characteristics with little or no discussion. Therefore I decided to identify each
characteristic that each faculty member mentioned and tally each as a separate response, even though
one faculty member may have listed 5 characteristics and another faculty member may have listed 1. If a
faculty member talked about the same characteristic in several ways, I counted it once.

Then, chosing to lump rather than split, I tried to identify the general characteristics that were
mentioned, even though several faculty would describe the same characteristic in very different ways.
This initial clustering of characteristics resulted in 14 characteristics, which I have ranked by the
percentage of faculty who mentioned each characteristic (see section Il below). Then, for purposes of
our definitions, I attempted to collapse the 14 characteristics into fewer categories so that we could more
easily have a working definition that would not overwhelm a reader or reviewer and that could serve

" assessment purposes. I have summarized those below (see section III).

II. General Characteristics of Engaged Students as Identified by the Faculty

I have ranked fourteen characteristics below in order of decreasing frequency of response by different
faculty (the percentage indicates the percentage of faculty who mentioned anything related to this

category):

Rank (topic identifier letter) Characteristic (percentage)

1. (A) Do a deeper analysis, question one’s own assumptions, achieve more in-depth understanding,
make conceptual leaps, develop internal standards, develop creative

solutions: _ 35%

2. (B) Continue working after a class, lab, or field trip: 25%

2. © Voluntarily extend the topic of a class into additional research, further readings, or outside
activities such as service leaming or student activities: 25%

3. (D)Apply what has been learned to a different context, problem, or task: 22.5%

4. (E) Discover a passion for something, become obsessed with the topic, become physically excited

- about the topic, demonstrate enthusiasm: 20%
4. (F) Suggest new readings, new approaches, new questions: 20%
5. (G) Be willing to take on more work or work on weaknesses: 15%
6. (H) Arrive on site or in class prepared to begin: 12.5%

http://www.skidmore.edu/administration/assessment/Student%20Engagement%20Survey...  1/24/2006
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6. (I) Talk to others about their learning, involve other audiences, mentor or tutor students in the
subject: 12.5% '

7. (J) Risk failure to learn more: 10%
8. (K) Develop career or academic goals as a result of the study, course or major: 7.5%

8. (L) Develop a real voice in writing, argue persuasively, exhibit craftsmanship or identifiable style:
7.5% '

9. (M) Connect learning to personal experiences, prior knowledge, interests, other courses they are or
have taken: 5%

10. (N) Collaborate with others: 2.5%

II.  Clustering the Characteristics:

Attempting to determine which of the initial characteristics related to one another, I have clustered the
following, as identified by the letters above:

1. Develop a deeper analysis, achieve greater understanding, make conceptual leaps, develop
internal standards, develop creative solutions, and question one’s own assumptions. (A)

2. Exhibit a real voice, craftsmanship, or identifiable style. (L)

3. Prepare thoroughly for class, be willing to undertake more work, and continue work after
class or in new contexts. (B, C, D, G, N)

4. Risk failure to learn more. (J)
5. Demonstrate a passionate commitment to the study now and in the future. (H, I, ], K)

6. Apply learning to a new context, work, or activity and relate learning to personal experiences
or prior knowledge. (F, M, E)

I note that characteristics 1 and 2 refer to the products of one’s work; items 3, 4, and 5 refer to
the attitudes or predispositions of the students toward their study or the topic; and item 6 refers to the
students extending what they have learned to something different from the course itself, ranging from
current student activities to careers.

A disclaimer: Irecognize that my interpretation of the faculty comments is just that, an
interpretation perhaps biased by my own subjective understandings of student learning and personal
responses to what the faculty have told us. I also recognize that, sadly, my clustering or lumping of their
responses necessarily eliminates many nuances and eloquent phrases. Finally, a subsequent study might

begin with these initial responses of the faculty and employ a Delphi techniqueLl"] approach to enable
the faculty to see these possibilities and rank them. That might lead to greater consensus among the
total faculty.
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Iv. Summary

Based upon the responses of 40 faculty, the identification of 14 broad characteristics derived from the
faculty responses, and the subsequent clustering of those into 6 categories, I conclude that the faculty
identified “student engagement” to be revealed by the attitudes that students bring to their academic
work, the products of their work, and the extension of their learning beyond the class itself.

At this point, we can say that the faculty have provided us with 6 characteristics of student engagement
or student outcomes that broadly define student engagement. We can use these as we assess student
engagement in the future or we can attempt to redefine them so that they more accurately reflect what
we hope for in an engaged Skidmore student. :

--Ray Rodrigues

i The Delphi technique reflects the Hegelian dialectic: thesis and antithesis leading to synthesis, with syntheéis becoming -
the new thesis, Essentially, using this technique, a first survey identifies possibilities, and subsequent surveys each use the
responses from the previous survey to construct new surveys, moving toward and attempting to achieve a final consensus.

http://www.skidmore.edu/administration/assessment/Student%20Engagement%20Survey...  1/24/2006







Critical inquiry APPENDIX D

Report on Assessment of Critical Inquiry Revealed by Senior Papers

In our institutional assessment plan, critical inquiry is one of our major goals for the overall learning of
our students.

Seven faculty participated in the assessment working group who assessed student written work for the
Critical Inquiry goal: Tim Burns (Government), Paty Rubio (Foreign Languages), Dawn Riley
(Education), Rik Scarce (Sociology), Tim Harper (Management and Business), Laura Paul (UWW), and
Stephen Murray (Religion). The group met on two occasions, first, to develop a common understanding
of their purpose and, on a subsequent date, to draw conclusions based upon their reading of a variety of
student papers. In between, they read and evaluated the papers.

This assessment had the following purposes:
1. to determme whether our students’ work addressed the critical inquiry outcomes in a manner
appropriate for Skidmore graduates and to identify outstanding examples of student work

that did address any of the learning outcomes within the goal;

2. to determine whether the critical inquiry goal as drafted could be assessed by examining
student papers, and, if not, to. recommend revisions to the goal; and

3. to make recommendations regarding the process of assessing the critical inquiry goal.
1. The Critical Inquiry Goal

Critical inquiry, as defined within our Assessment Plan, involves using various modes of inquiry and

interdisciplinary perspectives or methodologies to conceptualize, investigate, and derive meaning. It

implies that learners are active learners, self-motivated leamners, and learners who understand the

ambiguities and uncertainties of achieving absolute knowledge, as well as the implications of various
.courses of action. ,

Skidmore students who demonstrate evidence of their being eriticaily-inquiring humans:

Employ both quantitative and qualitative analysis to describe and solve probiems;

Interpret, evaluate, and use information discerningly from a variety of perspectives;

Tolerate ambiguity while understanding the complexity of many problems, issues, and topics;

Transform the results of their inquiry into judgments and actions;

Critique their own conclusions, take into account alternative points of view, and understand
possible implications of various courses of action.

Discussion:
“Critical inquiry” is not defined within any of the curriculum documents of Skidmore College, including

the Catalog, yet the abilities specified by this goal are outcomes that faculty often refer to in their
discussions of the purposes of a liberal education at Skidmore. We often talk about wanting our
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students to draw upon interdisciplinary knowledge or perspectives in addressing various problems and
issues, to recognize the weaknesses in their arguments or recognize what they do not know, and to
employ the tools of various disciplines either in their continuing learning or in their future actions. The
critical inquiry goal is our attempt to make these desirable outcomes of a liberal education overt. Below
we discuss how well we think the goal as drafted does define those outcomes.

*Critical inquiry” is not synonymous with “critical thinking,” although the two overlap in a variety of
ways. While many standard definitions of critical thinking exist in the literature, no nationally accepted
standard definition of critical thinking exists since each discipline emphasizes different aspects of
thinking. Critical thinking may involve a wide variety of skills, such as evaluating, comparing and
contrasting, inferring, applying knowledge, or drawing conclusions. In many ways, critical thinking

‘resembles the concepts of motherhood or patriotism. Each of us knows what we mean by it, but few of
us agree completely upon any common definition.

The critical inquiry goal is intended to describe a set of characteristics that capture the intellectual
capabilities of what we expect from Skidmore graduates. As such, it encompasses much of what we
intend students to learn in our general education program, but it also assumes that the general education
program is only a beginning and that students’ learning is cumulative, growing through learning in the
majors, through elective coursework, through participating in co-curricular activities, and in experiences
outside of the physical confines of the College. The goal is also intended to be applicable to a wide
variety of student work, from fraditional research papers to art works.. We hope that our initial effort to
define what we intend by “critical inquiry” will begin a conversation at Skidmore that will lead to more
overt understandings by both faculty and students of the overarching purposes of a liberal education at
Skidmore.

II. Observations Based upon the Review of Student Work

We read 100 papers: 9 Art papers, 41 Social Science papers, 6 Natural Science papers, 32 Humanities
papers, 4 papers from the pre-professional areas, and 8 papers we could not place in any particular
disciplinary area. The papers included traditional research papers, science reports, and reflective
essays. We read five senior theses as part of this assessment since we were interested in the thinking
revealed by the papers more than the quality of the writing per se. Each reader read between 14 and 17
papers, depending upon whether they read senior theses, and submitted an evaluation report on each.

Constraints:

Despite attempts to collect work from all graduating seniors, we were only able to collect a limited
number of papers from the students themselves or from a small number of faculty who graciously copied
work that their seniors had submitted in their courses. As a result, we read all submissions, either as
samples to develop common understandings of our purposes or for the assessment itself.

From the beginning, we recognized that no single paper would be likely to encompass all of the learning
outcomes specified by the goal, but we wanted to understand whether and how well the papers reflected
any of those outcomes. We did not have the assignments that the students were given, and so we are
unaware of the expectations that the individual faculty had in making their assignments or the purposes

- http://www skidmore.edu/administration/assessment/Critical%20inquiry%?20assessment%...  1/18/2006




Critical inquiry Page 3 of 6

of the stndents in writing their papers. We could assume much about the assignments, but we could not
be certain of our assumptions. We did not know the extent to which early drafts of the papers were
reviewed by the faculty or by other students. Some of the papers were senior theses, and, as such, were
undoubtedly subject to intensive review prior to the final draff. They were included in our sample
because we were interested in the thinking revealed by the papers, more than the writing ability, which
was addressed overtly by the writing assessment group. Finally, despite our attempts to collect samples
of papers from all of our seniors, we did not accomplish that, and so our conclusions may not reflect the
full range of senior written work,

Summary Observations:

1. The theses of most papers were weak and a few non-existent. When present, many theses were
either too all-encompassing or self-evident and thus did not lead to critical discussions or reflect a
depth of understanding or interpretation. Even when good theses were present, student writers
often lost track of those theses and drifted in their development of an argument. Occasionally a
student discovered an insightful thesis by the end of a paper, but had not concentrated upon that
thesis during the paper and had not revised the paper to reflect the insights that the thesis might
have encompassed. The lack of well-developed theses in so many papers indicates to us a
corresponding lack of clear focus or purpose. Evidently, many students do not approach their
papers with a sufficiently critical intent. That is, too many papers read like reports rather than

~ well-considered explorations of a topic.

2. Most students do not recognize opposing or alternative arguments or points of view. If students
have considered alternative perspectives, those apparently have been set aside when writing the
paper. In an attempt to develop an unambiguous argument, most simply do not recognize the
breadth of perspectives reflected in the scholarly debates and inquiries of our disciplines. Readers
commented on such matters as unexamined assumptions or uncritical acceptance of the jargon of
the discipline. While few students critiqued their own conclusions, this limitation may be an
aritfact of the types of assignments they were given.

3. The papers overwhelmingly reflect disciplinary perspectives and knowledge and seldom integrate
knowledge or perspectives from other disciplines. While this may be the natural and desirable
result of study within any one discipline, it does not reflect the ostensible intent of Skidmore to
promote interdisciplinary study.

4. The ability to use sources meaningfully varied greatly across the papers. This may reflect the
nature of the varied assignments that the students were given, :

5. While it was not the purpose of this assessment to evaluate the writing ability of our seniors,
readers commented that weak arguments often seemed to coincide with such aspects of writing as
weak organization or weak syntax.

6. The variety of topics, issues, and subject matter reflects the diversity and breadth of courses at
Skidmore and, as such, speaks well to the intellectual opportunities available to our students.

7. The assignments have led students to employ a wide range of tones and styles, ranging from
pieces reflecting the styles of the popular media to those of scholarly journals.

8. Some papers were truly outstanding in the writers’ depth of thinking and ability to engage readers,
but the majority of papers were, as summarized above, limited in a variety of ways.
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9. Despite the critical comments above, we recognize that our students are still developing as
thinkers and writers. We cannot expect all of our students to be fully mature thinkers and
polished writers. The more challenging an inquiry task may be, the more likely the student is to
demonstrate weaknesses in writing.

HI. Is the Critical Inquiry Goal (Including Its Outcomes) Appropriate for Skidmore?

In general, the readers found the critical inquiry goal and its outcomes to appropriately reflect the
desirable overall learning of students who graduate from Skidmore, but the readers questioned the exact
wording of each of the oufcomes.

For the purposes of this assessment, the readers chose not to determine whether a particular paper
employed both quantitative and qualitative methodologies, but chose to determine whether students used
methodologies appropriate to the subject. They recognized that, because they were not experts in all the
disciplines represented at Skidmore, they could not be certain that their judgments about the
methodologies were accurate. Nevertheless, they agreed that graduates of Skidmore should be able to
use both quantitative and qualitative methodologies.

The readers revised outcome two as follows (ifalics indicate additions): “Interpret, evaluate, integrate,
and use information discerningly from a variety of perspectives or sources.”

They struggled fo find a way to understand the outcome “transform the results of the inquiry into
judgments and actions,” and so they revised it as follows: “transform the results of the inquiry into
refined judgments.” The readers chose to drop “actions™ from their review since they felt that they had
no basis upon which to judge actions that may have resulted from the individual studies of the students.
Please see the discussion in the next section on the use of rubrics to understand the readers’ response to
their revisions.

The readers added one more outcome: “Demonstrate openness to reason or intellectual
honesty/probity.” After reading all the papers and upon subsequent reflection, they felt that this
outcome might be contained within the outcome “interpret, evaluate, integrate and use information
discerningly . . ..” or the outcome “, . . take into account alternative points of view.” Once again,
please note the discussion that foIlows on the use of rubrics.

Iv. What Process Should Be Employed to Assess the Critical Inquiry Goal?

Given the constraints of this assessment process, we recommend the following:

1. Samples of student work should be drawn from the total body of senior work. Very few
students submitted their work voluntarily. Subsequent appeals to faculty to submit the
major papers of their seniors led to uneven submissions, with some faculty submitting ali
their seniors’ work and some selecting only the best work, which defeats the purpose of
an honest assessment.

2. To assess all the leaming outcomes specified within the critical inquiry goal, a portfolio
system would best enable this to occur. We recommend that the College continue to
explore the implementation of an electronic portfolio system and requirement that
students compile portfolios of their work. The obligation to compile a portfolio and
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submit samples of work for assessment purposes should be placed upon the students.

3.

V.

If reflective essays are to be assessed as part of the critical inquiry goal, then students
should be guided in how to write a reflective essay so that it meets the criteria of the goal
or reflective essays should be evaluated using those appropriate criteria that faculty
determine. We have a wonderful opportunity to begin implementing such guidelines for
reflective essays in the new Scribner Seminars since students will be asked to begin
drafting reflections upon their academic goals.

The critical inquiry goal and its outcomes should be discussed and debated among all
faculty. The result may be a total revision of the goal and its outcomes, but that result
can then be communicated to students in a variety of forums and media so that they
understand what an education at Skidmore can mean.

The assessment team of faculty should involve faculty from each of our disciplines so
that particular disciplinary constraints or intentions can be communicated to all team
members.

Members of the assessment team should read papers in common, perhaps with at least
two of the team members reading the same papers and comparing their evaluations. In
our assessment, other than when we established our initial understanding of the
outcomes, we each read different papers and so did not debate our judgments about
individual papers.

The questions about what each of the learning outcomes means can best be addressed by
developing rubrics. As defined in our assessment handbook on our assessment website,
a rubric is a method of classifying and categorizing student behaviors or products along a
continuum. The rubric defines the characteristics of an outcome or goal from the mosst
desired characteristics through acceptable characteristics to unacceptable

characteristics. Should we want a numerical compilation of our assessment results,
rubrics contain within them simple scales. The faculty conducting an assessment can
develop their rubrics based upon the sample of student work available to them, not
simply by adopting a rubric that someone else has created for a different set of student
work. [Rubrics also can serve another very important function, that of providing a guide
as students attempt to fulfill an assignment.]

We wondered whether, aside from senior theses and honors projects, students produced
their best work during the second semester of their senior year. Some believe that many
students begin to relax academically by the time of their second semester. Should we
only collect work from the Fall Semester, or should we allow and require students to
submit work from any of their years here as long as the students beheve the work
addresses the outcomes?

Conclusions: Questions for Continuing Consideration

We submit the following questions for the assessment task force to consider and recommend that they
be considered and discussed by all faculty:

1.

Does the critical inquiry goal reflect what we expect of graduates who have had a liberal -
education at Skidmore? Can we find a way to discuss this goal and refine it so that it
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does reflect our intentions?
2. How can we collect a broader representation of student work to assess?

3. Should we ask that assignments be submitted along with the products of those
assignments?

4. Can we implement a portfolio system to which students must submit work? Should this
be an electronic portfolio system? How can we best implement such a system? If we
employ a portfolio system, do we need to see the assignments that have led to the student
work?

5. How can we best assess student work in the arts if the critical inquiry goal is to
encompass such work?

6. Since the best student work that we reviewed tended to be senior theses or honors
projects, should all students be required to complete a major project of comparable effort
and depth? :

7. Should we overtly teach the skills that would lead to the critical inquiry learning
outcomes that we desire, and, if so, in what courses and at what level or levels? If we
believe in these outcomes, how can we best teach toward them? If, for example, we
believe that students should be self-reflective or self-critical, how do we best guide them
to become so?

8. What are the implications of the critical inquiry assessment results for our professional
development efforts? Should we offer more workshops on specific pedagogical
strategies? ‘

http ://Www.skidmore.édu/ administration/assessment/Critical%20inquiry%20assessment%... 1/18/2006




APPENDIX E

REPORT ON ASSESSMENT OF SENIOR WRITING

Expository writing is one of the foundations—if not the cornerstone—of a Skidmore
education. The English Department’s Expository Writing Committee has assessed
student writing after students completed the Expository Writing Requirement. The
College, however, has made no formal effort in the past to assess student writing as they
conclude their Skidmore education. The May 2005 assessment of senior writing marks
the first attempt to describe the writing of seniors from across the disciplines as they
graduate. The assessment may have been limited by the number and range of papers
collected; nonetheless, it provides an initial portrait of senior writing upon which to build
future assessments of student writing and to consider the place of writing in the
curriculum at Skidmore. ,

THE ASSESSMENT PROCESS

The assessment of senior writing was conducted 23-27 May. Six faculty members
participated in the assessment: Erica Bastress-Dukehart (History), Tim Burns
(Government), Sarah Goodwin (English, Associate Dean of the Faculty), Linda Hall
(English), Michael Marx (English), and Denise McQuade (Biology). Ray Rodrigues,
director of Assessment, also took part in the discussions.

The Office of the Director of Assessment solicited writing samples directly from students
in April through email and invited them to upload their papers at a special site on Web-
CT. Since relatively few students responded, the Director of Assessment and the Dean of
the Faculty also requested that faculty submit senior papers from their courses. One
hundred papers were examined for the senior writing assessment. The papers ranged
from short response papers for a museum exhibit project to personal essays and formal
seminar papers. The assessment did not include senior theses because theses undergo a
rigorous writing and editing process as the faculty advisor and the student work
throughout the semester (or in some cases the entire academic year). We recommend a
separate assessment of senior theses in the future as part of the ongoing assessment of
student writing. The one hundred papers reviewed represent 18 departments, distributed
among the academic divisions as follows

Arts 4
Sciences 9
Social Sciences 37
Humanities 49
Pre-professional 1

Each reader was responsible for approximately 17 papers and wrote a report on those
papers.




EXPECTATIONS FOR SENIOR WRITING

In preparation for reading and assessing senior writing, the readers met to discuss their
expectations for senior writing, based in part on the senior writing they have received in
their courses. Broadly characterized, senior writing-should demonstrate competence in all
areas of college writing. Although it may contain some mechanical errors, the writing
itself should be engaged and ambitious, and less a mechanical undertaking. The writing
should show an improved and increased vocabulary. Seniors should fulfill assignments
better than underclasspersons by going beyond the assignments. Seniors should be better
able to make an argument in their writing through both the presentation of ideas and
thetorical strategies. The readers agreed that seniors should be able to sustain a written
argument over a long number of pages.

A DESCRIPTION OF THE SENIOR WRITING ASSESSED

Although the pool of student papers did not represent a systematic, random sample of
seniorwriting, it did offer a cross-section of the writing of our seniors. The readers
encountered excellent papers as well as a small number of poor or unacceptable papers.
Impressive research, graceful writing, and careful reading distinguished the excellent
papers. The writing was clear and free of sentence level errors. Papers in this group
demonstrated good word choice and appropriate vocabulary. These strongest papers
showed the writer’s clear sense of direction and intellectual investment in the topic,

. conveyed through a compelling argument. The very best papers in this group showed

astute analysis of primary materials, supported through a wide range of reading and
research. These excellent papers, however, made up a small portion of the sample.

The majority of the papers demonstrated competence, but, as one reader put it, were

uninspired and uninspiring writing. As they undertook the task of writing papers of
twenty pages or longer, the senior writers seemed to encounter many difficulties: theses
were undeveloped and not compelling; evidence was thin; and as the papers progressed,
the internal logic suffered. Overall, this larger group of papers lacked sophistication. The
readers described the writing as clichéd not only in vocabulary but also in ideas and
argument. Like the strong papers, these papers presented evidence, but in a very limited
fashion. Quotations did not lead to analysis and offered little sense of how the sources
informed the thinking in the paper. Many of the papers seemed more like reports -
recounting information rather than arguments or analyses. The writers rarely seemed to
question the assumptions informing the resources they consulted nor the very
assumptions informing their own thought. These essays suffered because of their
“immature” writing and reading skills. Errors——or sloppiness—were more pervasive,
and the writing was hampered by limited or “primitive” vocabulary. .

TOWARD A RUBRIC FOR SENIOR WRITING

Although the assessment group resisted working from a prescriptive rubric to assess the
student writing, the assessment activity may have moved us toward a descriptive




assessment rubric for senior writing. Such a rubric might include the following
categories:

Surface features

Grammar, punctuation
Vocabulary
Disciplinary vocabulary

Focus
~ Thesis
Argument
Originality

Evidence :
Resounrces for supporting evidence

Conventions in presenting evidence, including citation and
documentation

Analysis ,
Of supporting evidence and quotations

Of underlying assumptions informing the work
Of the intellectual and historical context '
Depth . :

Organization
Logic, internal and overall
Transitions

OBSERVATIONS AND QUESTIONS _ ,
Given the limitations surrounding the essays pool, the readers felt it premature to offer
recommendations at this point. Nonetheless, the assessment work was quite valuable in
bringing to the foreground observations about the writing of our seniors and questions

- about writing instruction in the college.

1. Collecting student papers for future assessments. The pool of the essays included
in this assessment did not provide us with a solid enough foundation upon which -
to draw conclusions and offer recommendations. Although well planned, simply
inviting students to submit their senior papers electronically is not effective.
Currently, Skidmore lacks a culture of assessment, both among students and
faculty. We need to cultivate such a culture. Incorporating the collection of
student writing directly into courses seems an effective way to assure that we can
gather a representative, random sample of all student writing and that we have a
full representation of writing across the disciplines. Our current sample was
heavily weighted toward the humanities. We did not know if the papers
submitted were randomly selected, chosen as “best” work, or offered for some




other reason. Finally, although the focus of the assessment is on the students
writing, having the assignment that prompted the paper would greatly benefit our
assessment of that work. Collecting the papers directly in class might make it
easier to-get the assignments simultaneously. Similarly, establishing an e-
portfolio for all students would help introduce a culture of assessment at the
College and greatly facilitate the assessment of writing and other assessment
projects. In addition, an e-portfolio might better allow longitudinal assessment of
certain writing skills—such as vocabulary and disciplinary conventions—that
develop over time.

Sampling papers from both the fall and spriﬁg semesters of the senior vear. -

Although many of the essays demonstrated strong writing skills, we were _
concerned about the larger group of weaker papers. Several readers questioned -
whether this lower quality might be a refiection of the general attitude of some of
our seniors in their last semester of college. Do seniors show a disengagement
-from the academic realities of college during the spring semester? If so, is that
disengagement reflected in the quality of student writing? Might first semester
senior writing offer a better picture of our students’ abilities as writers? More .
importantly, if such academic disengagement is true, what should we do as a
college to address it and turn it around?

On a related note, several of the readers observed that the division in student
writing reflected a similar split in our seniors. One group of students consists of
good students, engaged in their studies, and eager to go deeper in their work; thus;
this group pursues senior theses, projects, and other capstone experiences. The
other group, perhaps the majority of our students, never seems to have caught fire
intellectually; they are not budding scholars. How does college writing respond
to the needs of these students? What might the College do to engage these
students more fully in their intellectnal growth and college education?

Preparation for writing lonig papers. Although senior science majors are typically
encouraged to write concise papers of 3-10 pages suitable for publication, as
noted earlier in the report, many faculty in other areas expect seniors to be able to
sustain an argument effectively in a long paper of twenty pages or more.
However, our assessment suggested that such a task was challenging for many
students. Should students be doing more shorter writings designed around
specific, focused tasks? How do we prepare students to write longer papers
within the sequence of courses students take in their major and more broadly as
students move from 100- to 200- to 300-level courses throughout the curriculum?
. Put another way, how do the papers we assign on the 300-level differ from 100-
and 200-level assignments? How might we (better) sequence assignments across
course levels to prepare students for the quality of writing we desire from seniors?

. Forms of writing in the senior vear. This assessment activity demonstrated that
seniors are asked to write in a variety of forms their last year of college. As
indicated earlier, the senior thesis is a special category of senior writing and




requires a separate assessment. But as the sample rubric above makes clear, not
all writing done by seniors falls into a single category with similar demands and
characteristics. Analytical and argumentative essays share many characteristics.
How do students learn to analyze? What can we do in our assignments and
pedagogy to highlight the differences—as well as the relationship—between A
summary and analysis? The reflective essay appears to be another very popular
form of senior writing. Reflective essays are serious intellectual tasks. How can
we best guide students to be critical in such essays? What prompts best elicit
reflective essays? Again, how might the work in the early years—especially with
the new RAP—to prepare students to write successful reflective essays?

Engagement and senior writing. Although currently very much the buzzword at
Skidmore and in higher education in general, “engagement” connotes such a
broad range of attitudes and skills to students, faculty, and administrators that it
may not be a meaningful word, especially in the context of writing assessment.
While the readers looked for evidence of an engaged writer and an engaged mind
when reading the senior writing samples, what is the evidence of an engaged
writer? While engagement appears to be a requirement for excellent writing,
engagement alone does not make for successful writing. What is the relationship,
then, between engagement and excellence? How do writers move from a passion
for a topic to a fine analysis or presentation of a subject?







APPENDIX F

S. Goodwin
Assoc. Dean of the Faculty

Summary of Departmental Assessments
as of Summer 2005

Department chairs and program directors for some years now have been asked to submit
reports on their assessment work during the academic year as a part of their annual
reports submitted each summer. Over the past ten years, the College has developed a
culture of assessment step by step. Departments initially wrote mission statements,
followed by goals for student learning articulated in stages. During the current
administration, we have had a Director of Assessment, Ray Rodrigues, supported by a
major grant from the Christian Johnson Endeavor Foundation. The primary purpose of
the grant was to assess student learning across the college, in both the major and general -
education: our proposal referred to this as “the distance traveled.” That proved an elusive
assessment goal, though we made some progress in assessing student writing in their
upper-level work across the college; students’ oral proficiencies via their presentations at
our Academic Festival; and the most elusive of all, students’ critical thinking in their
work as seniors. We also continued to lay extensive groundwork for assessments: for
example, since four years ago, every course submitted to the Curriculum Committee for’
approval must articulate goals for student learning on the syllabus; and our new First-
Year Experience program’s Scribner Seminars all list the program’s learning goals on
their syllabus and will take part in the general assessment of students’ learning in the
seminars. Concomitantly, we have continued to develop and strengthen our departmental
assessments, and to make use of that information in planning and curricular change.

We have always encouraged departments to use the assessment tools that are most
appropriate to their disciplines and persuasive for their faculty. At the same time, we
have urged them to develop new processes, pose new questions, and make increasing
uses in particular of direct assessment of student learning. Some faculty continue
steadfastly to resist doing assessment work, though as of this summer we now have
feasible assessment plans in place in every department and some assessment taking place
regularly in all but two departments. A somewhat later project has been to develop and
implement assessment plans in every interdisciplinary program; most of these have now
emerged as well, and some of our strongest assessment work is being done among them.

The challenges to assessment from the faculty are several; some tesist what they sec as an
imbalance in attending exclusively to students rather than seeing the academy as a fabric

. of engaged intellectual relationships, and some grow out of the difficulty of finding time

in an already overburdened schedule. More thoughtful challenges have emerged in our
collective discussions, most often in Academic Staff among chairs and directors. Some
faculty resist what they see as the imposition of a rubric between them and their students’
work. They believe, in other words, that if we teach to a rubric or a narrow set of
objectives, we define learning in advance too narrowly and eliminate a rich and important

~ space for discovery and surprise. We have tried to counter this argument with materials




from Grant Wiggins, who proposes using the best student work as a model from which to -
derive a rubric. The kinds of discovery, surprise, creativity, or unorthodoxy that some of
us may value in our best students’ work can be alluded to in a rubric, just as we hold

them in our minds as values when we read and evaluate individual students’ work.

Other faculty argue that assessment attempis to quantify matters that are qualitative and
should not be quantified. Thus, for example, in some disciplines students must test the
limits of what they can do or know and experience failure along the way to their best
work. How can that failure possibly be assessed by any normative process? These same
faculty, however, assign grades to student work. A failing grade is a failing grade,
whether or not it is a helpful step along the way to greater achievement—which in turn is
measured by a higher grade. If a faculty member values student work that fails as part of
the process of leamning, it is not only possible'to identify and assess “useful” failures (as
opposed to derailing failures), it could be quite fascinating to do so.

These arguments and resistance have occurred less and less frequently over the past two
years. Increasingly, respected faculty have found their assessments tell them things about
their students that surprise them, or things that they find useful as they shape new
curricula or make the case for new resources. And some departments and programs have
become fully.committed to a cycle of assessment and planning. Faculty are increasingly
drawing the connection between holding to high standards for thelr students and
con31der1ng the evidence of the results. For example:

¢ When Biology completely overhauled their curriculum two years ago, they started
with questions about what they want their students to learn, how they best learn it,
and how to sequence it. Their curriculum proposal consisted of a complete vision
of student leaming in Biology, with new goals articulated for each course and
course level, and with plans for assessing student work throughout the curriculum.
For example, afier assessing their students’® degree of preparation for advanced
work, they revised their introductory courses so they can engage students in
connected exploration of community, organismic, cellular, and molecular aspects
of living organisms, and prepare them for all four paths of investigation in upper-
level courses and in collaborative research. The department’s work includes
assessing student written and oral proficiencies in thé major, with i improving
writing and oral communication one goal of their curricular reform.

e When History faculty gathered to assess their seniors® work in their capstone
research projects, they grudgingly admitted to each other that the students were
not doing sophisticated research at the level they expected. Addressing that

. problem meant going back to their gateway course and other lower-level courses
in the major and building in research in a more carefully staged way.

e When Mathematics and Computer Science designed their senior exit interviews,
they included one question (Who is your favorite mathematician, and why?) that
enabled a form of direct assessment: as the students answer this question, they are

- being assessed on their oral delivery and clarity conveying complex mathematical




concepts simply and directly. One of this department’s goals for their students is
that by the time they graduate they appreciate the beauty of mathematics; this
appreciation, 100, can be assessed directly during the exit interview, On a more
quantitative level, Mathematics faculty have developed and revised a mid-level
course (MC 215) in response to students’ need to learn methods of proof for more
effective work in upper-level courses; and they have revised their Calculus
offerings to meet in a more differentiated way the varied levels of student
preparation and competencies.

¢ The Department of Foreign Languages, using detailed rubrics for both written and
oral competencies, regularly assesses its students’ learning in each language
section, with the result that they have repeatedly revised the curriculum in order
better to meet the students’ needs for clear sequencing and expectations.

These are just a few examples of much effective and useful assessment work being done
throughout the departments

Departments use a number of different assessment tools. All quotations in the passages
that follow are from departments’ 2004-05 annual reports to the Dean of the Faculty; I
have also drawn on more informal communications from chairs.

Senior exit interviews

Most departments interview or survey their graduating seniors about their learning in the
major and make use of this information in their planning. In the example quoted above,
Mathematics and Computer Science also uses the exit interview as an opportunity to do
direct assessment of student competencies. Some departments have not found the exit
interviews to be particularly helpful or revelatory; some have found it difficult to get
students to participate. Others, however, have directed pointed questions at their maj ors
and have made significant changes in the curriculum in response to what they’ve leamed.
Theater, for example, leamed that their students wanted to learn from a wider vanety of
* directors with more varied directing styles and techniques; they consequently increased
artists’ residencies for guest artists. Seniors had also asked for more practical preparation
for a career in the professional theater; the department created a new Senior Seminar that
-complements the performance courses with issues and strategies related to the profession
in theater, film and television. American Studies has been doing senior exit interviews
~ for some years and adjusting classroom pedagogies in response to what their students

- have told them about what works in the classroom and what does not. And
Environmental Studies faculty learned that students do not always retain information
about careers or designing their majors when it is told to them; they have also learned that
their students need and want more upper-level Environmental Studies courses, so that has
becone a goal of the program.

Perhaps uniquely, Sociology engages its own students in doing qualitative interviews of
graduating senior majors and reporting on the results. The student researchers identified -




dominant themes, including the need for a new facﬁlty line in the department in order to
address enrollment pressures and diversify offerings.

These are just a few examples of the many kinds of useful feedback departments and
programs have gathered from their students.

Alumni surveys

Some departments have said that their seniors’ responses seemed incomplete, so they
have sought further information from their graduates. Alumni have in some cases
provided a rich body of information about outcomes of the major. American Studies
compiles on its website, accessible to all, notes from alummni about their careers and their
connections to American Studies; it is fascinating reading even for someone outside the
department, and is certainly a-source of ideas for students who are imagining their own
career paths and the roles their work in the major might play in them. At the other end of
the spectrum, the Government Department in spring 2005 designed a web-based alumni
survey that they are currently implementing: it asks, for example, “Which features of the
Government Department made the largest contribution(s) to your professional and/or
personal development? (Coursework, internships, independent studies or independent
research, faculty advising, other).” And: “What skills did the Government major help
you to develop? (The ability to think analytically about political issues and problems, the
ability to read carefully, the ability to write clear, grammatical prose, the ability to
construct cogent, persuasive arguments, the ability to conduct research).”

With the resources of the Mellon grant for undergraduate communities, departments are
- expanding contacts with their alumni and enlarging the conversations with students about -
possible career outcomes and their connections to the students’ learning in the major.
Multiple departments have held Mellon-funded panels with the theme of “Living the
Liberal Arts,” for which they bring back alumni and hold discussions with current
students and faculty. American Studies, for example, held such a panel:

Each panelist answered a series of questions regarding how their major related to
the path they’ve followed, how they got their jobs, what graduate education was
required, what might be some of the next career steps for someone in their jobs,
what talents, personality traits and specific skills help people in this field, what
they like and dislike about their job, the biggest misconception about their jobs,
and what they know now that they wish they had known when they were at -
Skidmore. ... A brochure ...circulated to the audience included a listing of
American Studies alamni who are career advisors; majors or careers which relate
to American Studies; additional.jobs held by American Studies graduates;
professional associations, grants, awards and scholarships; American Studies
programs on the web; a list of what employers want from college graduates; a
listing of some internships; and online employment listings, networks and
prospective resources for American Studies majors.



Although this panel and the others like it are not principally assessment activities, they
provide a valuable complement in the ways they both gather outcomes information from
alumni who participate and also encourage current students to begin their own internal
self-assessments and planning for their own outcomes.

Direct assessments: quantitative

All departments have been urged over the past two years to do some form of direct
assessment of student learning, Three are now using quantitative instrumients designed
within their disciplines: Chemistry; Physics; and Management and Business. The results
have been quite interesting to the faculty. Physics reports:

The results are analyzed using the so-called Hake score, a normalized measure of -
gain. That is, one calculates the increase in the number of correct answers for each
student and divides by the possible gain (29 [the total number of questions] minus
the initial number of correct answers). Extensive data analysis by a number of
physics education researchers has shown that traditional physics lectures produce
an average normalized gain, <g>, of 0.23, statistically independent of instructor,
type of institution, and class size. The average normalized gain for instruction in
mechanics that uses “interactive engagement” (guided activities, hands-on
demonstrations, group problem-solving, etc.), in at least partial substitution for
lecturing exclusively, is 0.48. In other words, the latter method for learning
mechanics leads on average to' about twice the normalized gain to be expected
using the fraditional method. For our mechanics course, <g>=0.46, indicating that
our version of interactive engagement is producing the desired results.

Thus the information gathered about their students” learning from the FCI has helped
them to assess the effectiveness of their adjustments in pedagogies. Their report goes on
to say, “{W]e believe that we can do scmewhat better than this...” and describes the plan
to increase the number of formal labs this fall and review the data subsequently.
Similarly, Chemistry is pleased with their results from the American Chemical Society
instrument, but aims to improve them further. Management and Business obtained
differentiated results on the measure that they used, enabling them to target specific
student populations for support as well as specific sub-disciplines for curricular
development. The results show, as the chair reports, “Overall, our students scored in-the
80th percentile relative to the other institutions (469) administering the exam.” Across
the various subdisc%l?lines, there was considerable variation, from scores in the 95
percentile to the 65 percentile, with a spread of scores in between. These data will of
course be useful to the extent the department can draw reasonable connections between
the outcomes and the curriculum and pedagogies in these arcas.

Direct assessments: capstones

Departments use a number of different qualitative instruments to assess student learning
directly. Perhaps most pervasive is the collective assessment of student work in the



capstone experience or other similarly public presentation. Departments such as Music,
Theater, Dance and Art have long relied on the students’ performances as a moment to
assess not only individual but also aggregated achievements in the discipline, and they
now formalize those regular faculty discussions with rubrics, summaries or direct
consideration of curricular change. Other departments, too, formalize the collective
discussion of students’ capstone work as an assessment process. For example, Exercise
Science has long assessed its seniors’ theses in the aggregate, collecting electronic copies
of them and, more recently, of students’ Power Point presentations as well for assessment
purposes. They have reviewed their evaluation rubrics and refined them for both the
thesis and the oral presentation. Partly as a consequence of this work, they write,

Although we are confident that the senior thesis is an appropriate way to evaluate
overall learning in the major, it has become clear that we would benefit from
having points before the senior thesis where we specifically evaluated a student’s
ability to perform discrete tasks essential to completing the thesis (i.e., writing an
abstract of research, writing a research question, writing a hypothesis, performing -
statistical analyses, preparing an abstract, presenting data graphically, etc.).
When we first began our discussions about assessment the Exercise Science

. faculty developed a grid to track which courses introduced our students to.
important skills (critiquing articles, preparing abstracts, fluency with various
technologies, etc.). We plan to revisit that conversation and better define the
components necessary to meet our overall learning outcome of “Designing and
implementing a research study and convey the results appropriately,” and more
clearly delineate where (in which courses) these desired outcomes are achicved.

Thus the department has drawn a kind of hermeneutic circle: looking at their capstones,
they find themselves returning to their introductory and mid-level courses and goals
before returning to the overall learning outcomes. '

Similarly, American Studies reads and discusses all senior seminar projects as a
department and requires all senior honors thesis students to present their work publicly at
Academic Festival. Environmental Studies discusses the capstones annually and has
worked regularly to increase methodological rigor in the projects; this year they agreed
that the quality of the work had improved markedly, and that they need to allow students
- more time to explore the connections among their projects when they present them to
each other. Their discussion included developing a list of ways further to improve the
quality of the capstone experience, such as developing a regular interdisciplinary methods
course for the fall of senior year, or, alternatively, adding individual workshops with
faculty from different disciplines to discuss methodological designs, data collection and
data interpretation; increasing the role of Steering Committee members as formal
consultants on projects; and developing activities throughout the ES curriculum designed
to advance students’ research skills. In direct response to the assessments, the faculty
decided to add collaborative research presentations to ES 100, the foundation course.

Similarly, Sociology faculty met to discuss papers representing a range of performance in
senior seminar to determine how well the papers demonstrated an understanding of



sociological methods. They reported, “In general students succeeded in achieving our -
methodological goals ” but also recommended changes to strengthen “an already
effective program.” The recommendations included developing data sets for students to
choose from, developing specific skills in SO 227/Social Research Design, revising
certain learning goals for the program, and developing students’ skills in evaluating
previous research findings and identifying more salient results of statistical analysis.
These suggestions were implemented in SO 227.

One final example: the Government department completed an assessment of honors in the
discipline and determined that their current requirements were not sufficiently rigorous.
The department considered a group of papers collected over several years and noted that
too few students understood the difference between primary and secondary sources, for
example, and that many could not even generate a clear hypothesis. These problems
really only came to light, they report, when the department began to look at the students’
work in the-aggregate. The department then constructed a new set of requirements for
Honors as part of a two-year pilot project.

Direct assessments of work throughout the major

Some departments conduct direct assessments of student work outside of the capstones.
For example, Art History has long done rigorous assessments of student writing in the
major and has repeatedly made changes in its curriculum to increase the role of writing
instruction and to challenge their students to improve their writing further. The
department devoted one of its assessment meetings this past year to considering together
a batch of student papers selected for quality (poor and excellent) from all levels of
course offerings. The English Department’s work in assessment looked directly at
student papers in the majors’ introductory genre courses to determine the strengths and
weakness of the students’ work, although so many non-majors enroll in those courses it
proved difficult to draw any conclusions for the major per se. Government’s ambitious
assessment plan includes regular direct assessment of student papers written in courses at
.each of the three levels; the learning goals state, for example, that students in 100-level
courses should be able to “1) Think analytically and cntlcaliy about political-issués; 2)
Develop competence in the four sub-fields of political science; 3) Craft cogent,
persuasive arguments in lucid grammatical prose.” Other departments goals are
elaborated in similar detail.

Portiolios

Several departments and programs require portfolios of their students and make use of
them for assessment and students’ self-assessments; more are considering them. For
example, Art History this spring “examined 20 graduating senior portfolios which
included a two to three page self-assessment by each student” on “art history experiences,
including coursework, internships, travel abroad, languages,” and any work relevant to
the major. Anthropology faculty also considered student portfolios of written work and
determined: “Student portfolios demonstrated strong writing and analytical skills.



Students” reflective essays noted the importance of learning writing in the major. Faculty-
agreed to continue monitoringi the place of writing in the major.” (Anthropology
faculty’s plans for assessment for this academic year extend to study abroad and
introductory courses, with further consideration of writing in the major.) Classics has .
used a portfolio assessment in their major for some years; they use a rubric to assess
students’ work annually, determining that their majors can read Greek and Latin, analyze
texts, identify and assess artifacts, read and analyze historic documents, conduct research,
present oral and written arguments, develop multi- and cross-cultural perspectives, and
assess and present scholarship and apply theory. And Education has long used an
elaborate portfolio system for both assessment and self-assessment of student work in the
major. : '

E-portfolios

The Honors Forum in 2004-05.launched an e-portfolio for Forum students to store and
reflect on their work over four years at Skidmore; this followed upon an earlier pilot
(2003) in Liberal Studies 1: Human Dilemmas. Honors Forum students must use their e-
portfolios during their annual re-application process as they reflect on how the Forum is
integrated in their academic and intellectual life. The new First-Year Experience also
incorporates a Reflection and Projection (RAP) project that builds on the Human
Dilemmas e-portfolio. We.have undertaken these pilot projects with locally-created web-
based portfolios in order to get a better sense of how these work in action. We are in the
process of reviewing software and determining which features are most important for us
over the longer term.  Several meetings of the Information Resources Council have been
dedicated to college-wide discussions aiming to narrow and prioritize the list of features
we seek. The two primary goals of the student e-portfolios are self-assessment and
assessment; options for career services are also a goal. So far the interest in e-portfolios
comes from these programs rather than departments, but it seems likely that some
departments will quickly move from paper to online portfolios for their students, and
others seem willing to make use of them as well. We have also established, with some
success, electronic depositories for student papers, so as to enable quick and easy direct
collection of aggregated student work for assessment purposes.

Mixed assessments

Psychology may be typical in one assessment project in which they considered student

- writing within the discipline. They sought and obtained the NSSE research data for their
own majors, and analyzed it collectively; they also added questions about writing to their
own senior survey and interviews. They reported, candidly:

Not surprisingly, the subset from the NSSE Survey did not differ substantially
from the profile for the Skidmore sample as a whole. If one uses time as an index
of commitment, our majors are no more invested in their work than their fellow
students in other majors. Students did not report completing a lot of writing for
individual courses within the major ... These kinds of remarks were unexpected



given the number and kinds of writing assignments that we incorporate in our .
courses.

Unsettled by these data, the department held a second meeting to discuss writing
assignments, and shared representative samples of their assignments, including goals that
guided their design. It seems to have been a remarkable meeting. The chair writes:

The discussion was fruitful for many reasons. Learning more about each other’s
writing assignments led to some intriguing discussions about the ways in which
we are realizing our goals (by way of these assignments). Furthermore, inspired
by the creative efforts of our colleagues, some of us left the meetmg with new
ideas for our own curricular developments. .

The chair goes on to summarize rather puzzling results from the senior interviews about
their own writing; many students seem to have felt that though their writing in the major
improved substantially, they believed that they were not better writers more generally:
“Apparently, from their perspectives, ‘science writing’ can ruin ‘real’” writing even when
it’s done well. ... At the very least, these kinds of remarks gave us pause about the notion
that all instruction in writing is (or should be) discipline specific.” It would be interesting
to learn whether the faculty would come to the same conclusions as the students if they
were to consider a batch of mixed portfolios of their students’ writing, both in the major
and outside of it.

Future work in assessment

The Assessment Task Force that has just been formed will be charged with overseeing
the departmental assessments as well as our attempts to gauge student learning in the
general education cwrriculum, As the Committee on Educational Policy and Planning

- reconsiders our writing requirement this year, surely further direct assessment of student
writing will complement and contribute to that project. The Middle States Self-study,
focused on student engagement, has prompted some faculty to ask for further assessment
of student learning during study abroad, within some interdisciplinary programs, and

- within the natural sciences. That self-study does not come to terms with a way to assess
student engagement in the way we are defining it, which goes beyond the quantitative

- measurement of behavioral features that NSSE relies on; we may wish to try to assess
student engagement more extensively, or to refine our understanding of the
interconnections between engagement and learning. '

We do expect that within a short time, all of our departments and programs will be
.conducting regular direct assessments of student work as a complement to the indirect
assessments that are currently used throughout the college. Our hope is that these
discussions of what our students are learning and doing, done well and rigorously, will
help us understand just what we must do to ensure that all of our students are meeting our
minimal goals for them, and many of them Iearning and achieving much more.







Academic Vision Statement: Preamble
' APPENDIX G

'Skldmore College
Academic VISEOI’\ Statement, 2003-2004

Preamble

The articulation of an academic vision statement constitutes a reasonabile follow-up to the
College’s endorsement of The Plan for Skidmore: Excellence and Community (May 2002).
Such a statement will both clarify and substantiate the primacy of Skidmore’s academic
mission as stated in our catalog:

The College seeks to prepare liberally educated graduates to continue their quest for knowledge
. and to make the choices required of informed, responsible citizens.

While Skidmore has. long pursued such a goal with notable success, it has not, heretofore,
expressly outlined an overarching view that enunciates the core intellectual principles we as
an academic community of teachers and scholars wish to embrace. We need to make our
intent more explicit. We need clarity in guiding us as we plan our future. Moreover, in
imagining that future, an academic vision statement should be bold enough to dream. It
should define not only who we are, but contemplate who we hope to become. We should
begin with the premise that our work is both solemn and joyous, and that we as a faculty are
not only instructors of specific disciplinary material, but also more broadly the agents of
change. We must impart the beauty of inquiry to our students while teaching them to
understand both the exhilaration of Eearnlng and the responsibilities that accompany the
power of knowledge

. Itis a propitious time to define our identity and our aspirations more clearly. Not only does
the inauguration of our hew President afford the opportunity to set sail on a new era, but the
College.is embarking upon its second century. Timely as well, we are also about fo launch a
critically important capital campaign. The Plan for Skidmore enumerates many urgent
academic needs that are costly, including the addition of several faculty lines, new physical
facilities that will support our work, and an increase in resources for faculty development.
Without suich supplemental assistance, we severely diminish our ability to ensure the
education of our students-a broadly based education that will continually widen in keeping
pace with the rapidly changing and expanding horizons of the new century.

We also need to proclaim our deep belief that as the new century takes hold-with all of its
concomitant conflicts and challenges-such a broadly based education offers distinct and

- powerful advantages over the more concentrated training of career-oriented degrees. The
education we offer provides bedrock virtues that will serve our students well as they
negotiate the challenges and tribulations that will surely confront them long after they leave
Skidmore, [t is an education that will inform and energize their lives regardless of the career
path they choose to pursue. It is an education that instills flexibility and intellectual agility;
hones lifelong learning skills that prepare one to engage the world in respondlng rather than
reactlng to its ever-evolving issues; inculcates a taste for interrogation and genume criticism;
venerates the power of reasoned argument in arriving at the conviction of one’s beliefs; -
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enriches our lives by sensitizing us to the infricate workings of our complex world; and
prepares our students most ably for virtually any career, rather than a single one. In
providing such an education, we need io detail our guiding educational principles as
precisely and as persuasively as we can. Otherwise, we have little chance of justifying our
needs fo external constituencies who want and deserve a thoughtful explication of our
purpose as educators. Even more compelling, it is essential to articulate these principles for
ourselves, so that we can establish a better sense of our own agreed upon direction as an
academic institution.

A Vision Statement (with the apropos acronym, VISTA) should illuminate an educational
pathway for our students. It should provide a passport into the life of the mind, all the while
nurturing a growing taste for curiosity. It will furnish in very specific and clearly delineated
ways, the requisite tools to develop a progressively sophisticated sense of discernment and
inquiry. And above all else, this four-year, student-centered journey must be transformative. -
Such a transformation will undoubtedly evolve at different rates and in a variety of ways. At
times, this journey might take the form of paradigm shifts or other ostensibly sudden leaps.
At other moments, it will unfold more methodically and perhaps without an awareness that a
subtler metamorphosis is at work. But one way or another, through whatever means
necessary, this journey will command deep, fundamental changes in the way we learn to
understand issues and untangle problems. We must agree that transformation will be the
cornerstone of our vision.

A Skidmore education should enable our students to think differently about the nature of the
world. 1t will prepare them to deal effectively with an array of emerging issues, challenges
and dilemma. During that relatively brief time between matriculation and graduation, the
education we offer needs to provide the wherewithal to help develop nimble minds in
cultivating an intellectual acuity capable of making informed decisions. In this sense, we
must convince our students that they are obligated to investigate ambiguities and
complexities and to formulate solutions imaginatively. We as a faculty must persuade them
that creative thought matiers in accomplishing nothing short of changing the worltd. If we
cannot accomplish this, then we should be prepared to admit that we have been less than
successful. Therefore, in adopting the underlying principles of our academic vision, we need
o ho!d both our students and ourselves accountable.

In examining our current currlcu!um the Commlttee on Educational Policies and Planning
began by thoroughly vetting our existing foundation and breadth requ1rements With the
exception of revisiting the basic concept of a common first-year seminar experience, we
recommend no other substantive changes in our general education experience. In fact,
CEPP concluded that much that we do at the College in delivering the various elements of
our curriculum remains cogent. CEPP feels that many of the difficult curricular decisions we
as a community have faced over the last decade were on target and do not demand
-rehearsing. So while we are not contemplating any dramatic alteration in the overall framing
of the curriculum, the vision statement does focus squarely upon casting in a sharper light

~ those fundamental, overarching educational objectives for which we shall continue to strive.
‘While ‘our curriculum currently represents a very effective mode of delivery towards realizing
certain goals, we have been somewhat negligent in articulating those goals with
assuredness and clarity. Therefore, while we need not dwell upon constructing a new
rationale for most of the existing individual aspects of our curriculum, we can do a better job
in speaking more forcefully to the curriculum’s wider coherence.
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This coherence will be built upon the strength of four fundamental pillars intended to provide
the structural foundation of our vision: Critical Thinking, Communication, Citizenship, and
Coliaboration. Each is detailed in the following pages. Collectively, these four components
will furnish a broadly based educational integrity to all that we do as an academic
community. As such, it becomes incumbent upon us to make these pillars an ubiquitous and
dynamic presence in a student’s thinking at every reasonable opportunity. The discrete
content and methodologies imparted in our individual course offerings-valuable as they
certainly are on their own merits, and ranging across all disciplines-must find a more
encompassing unity in constantly referencing these broader pillars. Broadly too, we as a
community should be prepared to remake ourselves by adopting several important cultural
changes Such changes Wl" better assure the success of Skidmore’s academic vision.

_For example; there must be an increased emphasus on and dedication to the genuine
mentoring of our students. We need to accept our roles as counselors, just as our students
need 1o learn to tap our collective experiences as a faculty. Accordingly, we will find the
means needed 1o facilitate these dialogues, including more one-on-one interactions in our
offices and a greater presence in the important co-curricular activities of our students. We
should also become more willing to confront students who are not motivated to perform up
to their intellectual potential. Establishing a higher degree of academic excellence will
demand an increased sense of responsibility for both faculty and students. Moreover, it will
demand both our courage and flexibility in becoming much more vigilant about learning
outcomes. We should be willing to assess constantly how effective our efforts are in
attempting to raise our standards. There must be a clear recognition and acceptance that
assessment and excellence are full partners. And we must remain willing to make whatever
modifications are required to strengthen the academic tone and character of the campus.

This tone should immediately become unmistakably evident to our first-year students.
Commencing with as compelling and integrative a first-year experience as we can imagine,
we shall be intentional in impressing upon our newest students our readiness to challenge
their abilities in helping them to understand and realize their promise. That intention will be
greaily deepened and most fully realized if we directly match mentoring and instruction at
this early but already pivotal moment. Teachers of the first-year gateway course will thus be
better positioned to interact with their students both within and beyond the classroom, and
as frequently as possible. Given that we propose to invest a great deal of energy and time
into this faculty/student relationship, we should be prepared to assess its effectiveness-just
as we-should also be prepared to provide the incentives needed, in terms of support, for this
relationship to succeed. Virtually every piece of data on the national academic landscape
confirms that the first-year experience is profoundly formative. We need to seize this
shaping moment. Qur resolve must be strategic, widely endorsed, and unrelenting.
Importantly too, we must enfold all four "C’s" into a gateway course that continues to
incorporate the interdisciplinary virtues of our LS 1 and 2 courses. We continue to believe
that an interdisciplinary perspective provides an important halimark for our community. Such
an indispensable perspective demands that all of us think broadly in making connections
across borders. As detailed in Part 3 of this document, CEPP will propose the integration of
the proven virtues of both our LS 1 and LS 2 courses into thls s:ngle focused gateway
experience.

[ssues of social responsibility should also be raised as a widely shared concern, and faculty
must engage fully-in that conversation. Moreover, we need to see ourselves increasingly not

http://www.skidmore.edu/%7Egthompso/grtdata!CEPP/campus~0nly/Vision04/Preamb13.htfn /512005



Academic Vision Statement: Preamble o Page 4 of 5

only as citizens of Skidmore and Saratoga, but also as citizens of a global community.
Nationwide, and over the last five years alone, study abroad at other institutions has
increased 61%. In the service of diversity as broadly defined, and especially in a concerted,
serious commitment to shun parochialism of any kind, our concept of citizenship must take
on a global perspective. As such, we shall support initiatives to internationalize our
curriculum and our students’ experiences. As every other campus widens its lens, wetoo
must widen ours. Service learning embodies the spirit of citizenship as well, and here too we
need to take deliberate, purposeful action to engage students more fully in meaningful
community interactions. The unifying key in all of these initiatives, whether local or global, is
a deeper sense of direct involvement that will lead to a more [nformed inclusive, and
responsible cmzenry -

An academic vision must also address the ever-evolving climate of institutional priorities. For
example, while Athletics will continue fo play a vital role in our future, we also need to enfold -
wellness more directly as part of the more closely integrated mind/body synergy. The Arts
and Humanities, long venerated as perhaps our most conspicuous strengths to the outside
world, must retain their vigor and well-deserved visibility. Yet we shouid endeavor to offer
increased support to other foundational disciplines in the liberal arts, especially the sciences.
We should aspire to a balanced curriculum of all the liberal arts and, in achieving that
balance, we need 1o attract more talented students in the sciences, especially by

- strengthening and supporting our emerging interdisciplinary science education programs.
Finally, we need to reconsider our current.conception of our pre-professional programs. In
$0 many pioneering ways, Skidmore has long remained in the forefront, and well ahead of
the "mind and hand" curve that other institutions are only now embracing as an appropriate
model. These programs are part of our tradition and a signature aspect of our institutional

. identity. Nonetheless, we must think of ways to [ncorporate these disciplines more directly
into.our V[SIOH How will they address the fundamental principles we would espouse, such as
the four "C’s," in delivering these broader virtues along with the more specific requirements
of their programs? They should not have to run the risk of residing on the periphery of our -
thinking. We simply need to rethink their role as part of our broad educational mission.

Any vision statement, regardless of how far reaching and well intended it might be, will in
retrospect appear disappointingly myopic if it fails to consider some hard realities from the
. stant. Indeed, if Skidmore's VISTA does not have the required underpinnings of full financial
support, it will be severely compromised. Inevitably then, difficult choices must be made in
- identifying priorities-priorities that we can focus upon intellectually. Too often, it seems, we
are forced to make financial concessions simply to make do, to live to fight another day.
Making such choices, frankly, has not been our strength. And in the absence of an-
overarching strategic plan, there hasn’'t been a pressing need to do so. Conseguently, our
-academic choices sometimes have seemed more reactive than genuinely strateglc doing
little more than hastily addressing the financial exigencies that regularly arise from one fiscal
crisis to the next. It may well be that we will have to do less, but that as a consequence we
will be able to do things better. The choices we will make will take many forms. They will
help guide us in directing our campaign efforts so that we can secure the added means
needed to develop and advance our vision. They will demand that we internally reallocate
resources-as we balance our fiscal responsibility with the sustenance of programs we wish
to grow. And perhaps miost importantly, our choices must allow us to regain a sense of
equilibrium, a much-needed communal stability in knowing that we can truly plan our
educational initiatives in an informed and reliable way. CEPP and the Dean of the Faculty
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will work together in envisaging an invigorating, intellectually meaningful, and fiscally
responsible plan to guide us in the future. The pages that follow ouiline the beginnings of
what we think that future might be. '

Edited 31 August, 2003
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Skidmore College |
Academic Vision Statement, 2004

ViSion Com ponents Revision: 6 February 2004

The transformation of the Skidmore student is the goal of the entire community and resides
fundamentally in the capacities to address issues and to describe solutions, to work
independently and collaboratively, and to act responsibly. A flexible, inventive, and
expressive mind enables the Skidmore student to take advantage of the opportunities she or
he will encounterin a culturally rich and intellectually complex world. Successful Skidmore
students develop abilities in four essential areas: Critical Thinking, Commumcatlon
Citizenship, and Collaboration.

Critical Thinking

A Skidmore education is an interdisciplinary experience that both draws upon and combines
the intellectual tools and ideas characteristic of four general areas of academic endeavor:
the arts, the humanities, the social sciences, and the natural sciences. Students must
develop the abilities to conceptualize, to identify, to analyze, to evaluate, to synthesize, and
to apply different kinds of often contradictory information in order to reach informed
. conclusions and to understand the positions of others. Moreover, understanding how
different cultures reason will enable the Skidmore student to begin an intellectual dialogue
with the world. Indeed, the components of this vision rely upon an interdisciplinary and
intercultural integration of critical thinking skills, whether in effective expression, the capacity
o "identify, analyze, and act upon social issues" (Mission Statement), or the ability to learn
from one another.

Communication

Skidmore students must communicate effectively through oral, written, and other expressive
modes, in the vernacular and scholarly discourse of one's own culture as well as in at least
that of one other culture. If students are to discover and to assess new areas of knowledge,
to consider issues and situations from various perspectives, and to articulate ideas and
positions with confidence and authority, then they need to engage in the joy of expression in
every class. Students must develop their critical skills of perception (e.g., reading and
listening abilities) both within their major and across disciplines. Moreover, effective
communication in local and global spheres contributes to self-awareness and empowers
students to co-exist with and to respect others different from themselves.

Citizenship

Skidmore students and faculty pursue both local and global responsibilities in a culturally,
racially, and ethnically diverse community and demonstrate leadership both on and off
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campus. The symbiotic relationship serves as an engaging microcosm of the world that
students wilt enter upon graduation. We embrace difference in a diverse population of
talented students, faculty, administrators, and staff, reflecting our regional, national, and
international aspirations as we foster civic engagement both locally and globally. Our

- integrated residential life, campus governance system, curricular, and co-curricular life .
complements our reputation as a portal to the world. Furthermore, our principled intellectual
excellence and leadership attracts an increasingly well-qualified and ambitious community of
scholars who embrace change as part of a successful educational strategy.

Collaboration

Skidmore students and faculty must foster shared purpose in their peer-to-peer and mentor-
to-peer engagements. Student-faculty collaborations are particularly valuable whether in the
pursuit of independent studies, collaborative research projects, joint performances, and/or
senior theses. Students collaborate with each other, with faculty, between students and with
members of the larger community both in and beyond the classroom. Student-faculty
collaborations draw upon the scholarly interests of the faculty and unleash the educational
potential of co-curricular involvements. Mentoring promotes successful habits of mind and
attracts and retains the students and faculty who can help us to excel as a nationally and
internationally respected institution.
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Skidmore College |
Academic Vision Statement, 2003-2004

Recommendations

CEPP sees the following topics as areas for discussion and development: the current core
requirements (Breadth, Expository Writing, Quantitative Reasoning, Cultural Difference, and
Liberal Studies), Advising-Mentoring, Global Skidmore (Study Abroad, Global Studies '
Coordination, Global-local Integration, and Diversity), Excellence, Faculty Development, and
Student Development.

If we accept the four Vision Components (Critical Thinking, Communication, Citizenship, and
Collaboration) as encompassing the principles underiying the formation of our identity, then
we need to establish what the characteristics of that identity are. Our vision components are
consonant with the basic values of a liberal-arts education. Once we agree upon our
educational values, we believe this community should creatively imagine how students can
fransform themselves while on their distinctly Skidmore journeys.

For most of the areas below (unless otherwise noted), CEPP recommends appointing
subcommittees to collect data and ideas from the community to create Skidmore responses
to these recommendations. Reports from most of these subcommittees should be complete
by the fall of 2005. In some cases, individuals and offices are already working on problems
and are developing strategies. Some issues demand immediate attention. Notably, the
relationship between the first-year experience, advising, Liberal Studies, and the Vision
Components should be the first item for discussion. These discussions should begin this fall.

Breadth

Retain and strengthen our current "breadth" model of arts, humanities, social sciences, and
natural sciences.

Rationale: The common divisions of academic discourse not only reflect ways of
-categorizing knowledge, but also group the kinds of critical thinking in which we engage.
Graduates must be able to draw upon several different disciplines in their reasoning. A
student completing a course in any of these categories should be able to employ
methodologies characteristic of a discipline within that division to demonstrate that they can
understand and explain ideas. The problem we face is that a single course in any breadth
area does not adequately prepare a student to think in that mode. How do we bring depth to
the breadth requirement without overloading the core requirements?

Expository Writing (-Oral Presentation) Requirement

Retain and strengthen. Students must be able to demonstrate successful writing and oral
presentation skills not only within their discipline, but across disciplines. In the context of
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capstone seminars and/or presentations in the major, they need to demonstrate the ability to
communicate their work verbally at the advanced level. How do we implement the notion of .
"writing across the curriculum"?

Rationale: Verbal (written and oral) communication is perhaps the most important way -
students demonstrate their ability to think critically. Students must engage in clear, precise,
and logical writing and speaking in every department and program. The Expository Writing
requirement asks students to demonstrate the ability to compose in coherent and
sophisticated English written work of a complex nature, based upon the development of a
thesis and supported with evidence. In electives and major courses at all levels, students
must hone these written skills and develop oral capacities as well, learning to stake out
positions in public dialogue and debate and present the results of their research. Students
must be able to demonstrate in assignments, classroom discussions and presentations, both
in the major and in electives, the ability to read critically and listen thoughtfully. How do we
implement expectatioris of sophisticated writing in the majority of our classes, not just a
select few?

Quantitative Reasoning

Retain and strengthen. Students must demonstrate an ability to understand and describe
quantitative data. "Quantitative reasoning is the basic language of the sciences and, like
expository writing, is itself a medium for intellectual discovery” (Skidmore resolution,
approved 8 April 1983). We need to recognize the importance of quantitative reasoning (and
the sciences) in a liberal-arts education and find ways to integrate these into courses across
campus.

Rationale: The abilities to quantify and to calculate are perhaps the most fundamental
examples of what we mean when we talk about critical thinking; however, like writing, we
need to find ways of extending the QR across the curriculum. A graduate should be able o
apply quantitative reasoning skills in a wide range of contexts in order to better understand
that information. Moreover, the sciences (and quantitative reasoning) have come to play a
role in almost every discipline. How do we recognize the growing importance of the sciences
in the lives of our students and disciplines?

Cultural Difference

Retain and strengthen. Students must demonstrate the ability to understand how a cuiture
other than their own reasons about some reaim of human endeavor. The Foreign Language
requirement immerses students in a foreign culture through the medium of its language and
the study of the cultural context within which it exists. The Non-Western Culture or Cultural
Diversity requirement must ask students both to demonstrate that they understand the role
that culture plays in decision making and to do so in specific cultural contexts outside their
own cultural milieu. '

Rationale: The College has made progress in its effort to advance diversity; now it needs to
marshal its resources to make respect for cultural difference a halimark of a Skidmore
education. If culiure defines us as humans, then understanding the ways in which cultures
reason is a special kind of critical thinking of significant importance for a successful
graduate. Courses in non-Western culture, for example, should explore how these cultures
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think critically about their worlds.
Liberal Studies

Combine the two semesters of Liberal Studies into an enhanced single first-semester
seminar. Whether a section retains the current form or has a faculty-devised subject that
introduces students to a topic of special interest, this seminar must have the hallmarks of a
Skidmore education: multiple critical-thinking approaches, oral and written communication,
and independent and collaborative research, preparation, and presentation. Listening,
reading, writing and speaking skills are all essential to the well-educated Skidmore student
and need to receive repeated attention in the curriculum: the first-year experience - the
Liberal Studies program - must emphasize all four skills. We should also find ways to link the
initial advising and mentoring of students with this first-semester seminar. CEPP believes we
should pursue solutions o these challenges for implementation in the fall of 2005.

Rationale: The interdisciplinary philosophy exhibited in LS has increasingly become de
rigueur in much of our scholarship over the past twenty years and can serve as a wonderful
way 1o engage students in how our fulltime faculty members employ critical thinking in their
own research and writing. However, we need to find ways 1o bring our senior and fulltime
faculty into this important course and into direct contact with first-year students. If this
"experience" is a signature of Skidmore, why do adjunct instructors figure so prominently in
its delivery? If this course is to function as an exciting introduction into higher education, we
need to have our most experienced professors. Students should come away from these
classes exhilarated.

Advising-Mentoring

Improve advising and mentoring - especially as these activities relate to planning an
intellectual career at Skidmore and anticipating postgraduate plans. Establish a first-year
advising relationship between students and the faculty members who lead the classes that
first-year students take. (The most logical place for this is the first-year seminar, but other
courses-especially gateway courses to majors-are also ideal places to launch this mentoring
process. Skidmore may need to develop a way of rotating faculty through these courses
and/or a mechanism for moving students on to other advisors.) Support opportunities for
informal faculty-student dinners, departmental colloquia, etc. for broader communal

"~ mentoring.

Rationale: The student-faculty relationship is at the heart of the educational endeavor at
Skidmore. Advising and mentoring stimulate student inquiry and structure student learning
and are an extension of classroom teaching, a context wherein students make connections
between their academic program and their life plans. Not only will better mentoring enhance
the quality of the educational experience of students, but we will enhance our retention of
our best students. The teacher-advisor has a much better idea of how a student is
progressing than either an advisor or a teacher who has only one context of contact with a
first-year student. Moreover, we need to find ways fo get more first-year students into
classes in areas in which they have interest. We believe that not only will these students
have better initial experiences with the College, but they will have stronger long-term
relationships with the institution. Finally, programs that structure discourse among faculty
and students help to deepen relationships and extend learning beyond the classroom and
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the four-year enrollment,
Global Skidmore

1. Study Abroad. Expand and enhance our study abroad programs.

Rationale: Skidmore should become a portal to the world with students studying
abroad whenever possible on our own programs. In addition to the courses students
traditionally have taken in language, the humanities, and the arts, we need to find
ways to expand their opportunities in areas such as the sciences and pre—professional
programs.

2. Global Studies Coordination. Create mechanisms by which academic programs that
promote engagement with world cultures (such as Asian Studies, Internationai Affairs,
and Latin American Studies) and campus offices connected with Skidmore's programs
in diversity and internationalism (such as the Office of International Programs, the
Director of Diversity, and the Intercultural Center) can coordinate their efforts. This
could be part of the duties of an Intercultural Center Director (see below). [Meetings
have already taken place between these program directors and more meetings are
scheduled.]

Rationale: Too often, these programs and offices work at odds with each other or, at
best, independently. A twice-a-semester mesting of the heads of these entities would
enhance the efficiency and effectiveness of our efforts to integrate Skidmore's local
and global initiatives. Through combined efforts, students would have greater
opportunities to engage the world in informed contexis. The coordination must be
equitable and flexible enough to allow initiative on the part of individual programs while
encouraging them to cooperate.

3. . Global-Local Integration. Institute an advisory committee to the Office of International
Programs to coordinate and fo facilitate co-curricular activities linked with study abroad
programs.

Rationale: We must integrate study abroad into on-campus curricular and co-curricular
life in a structured and synthetic way to capitalize on and to reinforce the often-
transformative experiences students undergo while immersed in other cultures.
Students could hone their oral and written presentation skills through descriptions of
their overseas study experiences. Moreover, we must explore ways in which Skidmore
students can contribute in the contexts of their study abroad, either through internships
and/or community service.

4. Diversity. Create a position with faculty status, housed within an academic
department, which has broad responsibilities over diversity programming. Such a
position could bring effective inter-cultural discourse to the College's curricular and co-
curricular life and support the cultural diversity of our campus. [Discussions at the level
of the Office of the President have already taken place.]

Rationale: A Director of Intercultural Studies would highlight our commitmenttoa .
diverse campus through the promotion of interdisciplinary academic cooperation. This
purpose of the position would be to expand and to enhance programs that bring
diversity into our curriculum and onto our campus. Such programs would assist
Skidmore in actively promoting the development of under-represented communities in
academia. If a liberal-arts education is a building block of individual success, then we
have a role to play in developing future generations of a diverse America.

Excellence
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Coordinate, develop, and implement communal structures that reinforce and regularly
review the quality of a Skidmore education.

Rationale: Perhaps one of the most important purposes of assessment is to determine the
value of a Skidmore education. We have engaged in several conversations over the past
decades about standards and expectations, each time developing ways to enhance
academic rigor and to encourage excellence. Skidmore's efforts at rewarding our best
students and encouraging the pursuit of excellence have resulted in three major
organizations that recognize superior students: The Periclean Society, Phi Beta Kappa, and
The Honors Forum. Moreover, the number of departmental awards and the number of
students graduating honors has grown over the years. Does this dilute the value of these
rewards? If Skidmore is to sustain the value of honors, then we need to examine the
condition of our system. We propose that CEPP reconstitute the Committee on Academic
Standings and Expectations to conduct a review and make recommendations.

Faculty Development

Continue to support and to encourage our exploration of pedagogical initiatives through
which faculty continue to develop as scholar-educators. Encourage and support faculty to
develop collaborative learning components in their courses. Foster faculty exchanges that
will bring professionals from abroad to teach semester-long or shorter 1-credit courses and
that send Skidmore faculty abroad to develop their expertise and experience.

Rationale: Professional development helps to inform Skidmore's faculty, including self-
examining and re-imaging how we teach. If Skidmore faculty members are to consider how
to.expand implementation of critical thinking, expository writing, and/or quantitative
reasoning into their classes, then they need assistance in the form of workshops and
conferences. Without incentives, support, and rewards the traditional course is the
pedagogical default. Faculty, especially younger faculty engaged in building a research
agenda and record, need institutional support to invest in collaborative activities with small
groups of students. Sending faculty abroad to teach and fo foster institutional relationships is
a proven development tool. Bringing faculty from abroad to campus both helps to cement
our connections with the world while enhancing our international reputation.

Student Development

Retain and strengthen student opportunities for collaborative research, independent studies,
tutorials, capstone projects and service learning opportunities.

Rationale: Skidmore embraces the teacher-scholar model of rigor and active learning. In
collaborative research, independent studies, tutorials, and capstone projects students
answer questions they develop and assume responsibility for answering those questions.
Students working with faculty to create knowledge develop the habits of mind prized among
Skidmore alumnae. [n service learning, students connect classroom experience with
community service and develop a sense of civic responsibility and a tolerance of difference
while the college gains a valuable medium by which to engage the world. We should seek
out internship opportunities both locally and wherever Skidmore has engagements in the
world, as well as forging new relationships. Through internships, students apply the
knowledge and skills they acquire in the classroom in a professional context, promoting
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engagement and mastery in potential career contexts. Several innovative projects at
Skidmore-the student cultures project, the law and society program's involvement in campus
judicial affairs, and Expanding Horizons-creatively link the scholarly interests of the faculty
and student co-curricular life. These projects are distinctive, creative efforts to exploit the
educational power of co-curricular involvements.

Edited 31 August, 2003
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APPENDIX H

National Survey of Student Engagement
© NSSE - 2003
Skidmore College

Methodology & Demographic Characteristics

The National Survey of Student Engagement (NSSE) is an annual survey of first-year and senior students
at fouryear colleges and universities throughout the U.S. The instrument measures the extent to which
students take part in educational practices that research has shown to be strongly associated with quality
learning and enhanced personal development. NSSE differs from other studies in that it places greater
emphasis on student behaviors than student opinions. The five key concepts, or benchmark areas of
effective educational practices, assessed by NSSE are Level of Academic Challenge, Active and
Coliaborative Learning, Student-Faculty interactions, Enriching Educational Experiences, and Supportive
Campus Environment. Designed by assessment specialists and administered by the Indiana University
Center for Postsecondary Research & Planning, long associated with the College Senior Survey (CSS),
the results identify areas where colleges perform well and where improvements are needed.

NSSE was first administered nationally in 1999 and this year (2003) is the first time Skidmore
participated. Equal samplings of both first-year (Class of 2006) and senior students (Class of 2003) were
created to target 450 Skidmore students. These students were asked to complete the NSSE survey
using a rigorous contact schedule:

01-30-2003 — IR email to first-ysar and senior fists informing students of survey .
02-03-2003 ~ Students receive paper survey with web option
02-13-2003 - Posteard reminder sent to nonrespondents
03-21-2003 —~ [R email to first-year and senior lists informing students of second mailing
03-24-2003 — Second mailing with paper survey and web option sent to nonrespondents
04-09-2003 — IR email sent directly to nonrespondents

" 04-18-2003 — NSSE emaii to nonrespondents

. The resulting response rate for Skidmore is 67% with an equal number of responses from first-year and
senfor students. A greater percentage of first-year students completed the survey on the web than
seniors. Skidmore's response rate is significantly higher than that of all Baccalaureate — Liberal Asts
schools (51%) and all 2003 participating institutions (43%). -Responding students are quite representative
of their cotresponding classes by racefethnicify, sex, and SAT with the exception of first-year male under
representation (See Table 1). The sampling methods and strict contact schedule ensured a
representative response group thereby lending a high level of credibility to the findings.

This report uses the Baccalaursate — Liberal Aris Colleges (Bac-LA) as a primary comparative group.
The participating institutions are diverse and include 81 liberal arts colleges. Only three of Skidmore's
self-defined peer institutions (Vassar, Connecticut, and Franklin & Marshall) administered the survey.
None of Skidmore’s aspirant schools participated (See Appendix A). Significant differences between

- Skidmore and the Bac-LA group are identified using 2-tailed tests. Particular attention is given to effect
size or the “practical significance,” the mean difference divided by the Bac-LA comparison group standard -
deviation, to determine if an effect is smail or large.

Preface

Given recent and upcoming campus-wide discussions regarding academic vision, rigor, and enhancing
learning opportunities, the results of this survey come at an ideal time. There is a clear interest in the
issues of academic rigor, learning modalities, and the educational experiences of our students by both
faculty and administrators. These issues become even more important as the school charts a course for



the future. Questions often heard in committee, faculty meeting, and armchair conversations center on
whether our students are capable of doing more than we currently ask of them.

How does the level of academic rigor at Skidmore compare fo that of similar institutions?
What role should collaborative learning play in the cusriculum?

How can we foster enhanced student-faculty interaction both in and out of the classroom?
What student skills and abilities should be augmented by the curriculum? When and How?

How serious is the institution about providing a supportive environment that meets students’
heeds? )

* & o 9 @

These are obviously complex questions that, in any aitempt to answer, will undoubtedly raise further
questions that no single survey can answer. Collectively, faculty members surely have much quantitative,
qualitafive, and anecdotal evidence to explore these topics with conviction. The findings presented here
will enhance the community’s understanding of accomplishments, but they will also present challenges,
that when acted upon, may enhance learning and scholarship for all Skidmore students.

Table I: Comparison of Skidmore Population and Response Group.

Total Response
_ Population Group
First-Year Students - '
N 600 - 150
% Female* 60% 73%
% Nonwhite 15% 15%

230

Senior Studenis

N - 530 148

% Female 59% 62%
% Nonwhite 13% . 13%
SAT - mean 1199 1205

From the total populations, two samples of 225 students were drawn. 1he resuliing response
rafes were 67% for FirstYear Students, 66% for Seniors Students, and 67% overall.
*Significant {p<=.05) )

Level of Academic Challenge

The NSSE instrument assesses academic challenge in several ways. Students are asked how much
their coursework emphasized five mental activities during the past academic year. With the exception of
rote memorization, the concepts of analyzing and synthesizing ideas, applying theory, and making
judgments about the value of information closely align with the Educational Policy and Planning
Committee’s (CEPP) Critical Thinking cluster of the proposed academic vision statement. First-year
students were on par with Bac-LA means with the exceptions of being slightly less likely to report ,
“applying theories or concepts to practical problems or in new situations (Very.much; 29% v. 37%)" and
the "memorization of facts, ideas, or methods (Very much; 53% v. 63%).” Encouraging results were
obtained from seniors, as means equaled or exceeded those of the Bac-LA group. Skidmore seniors
reported greater proficiency than the Bac-LA group in “analyzing the basic elements of an idea,
experience, or theory (Very much; 86% v. 52%)" and in "synthesizing and organizing ideas, information,
or experiences into new more complex interpretations and relationships (Very much; 56% v. 44%).” The
differences between the first-year and senior year are evident. Seniors do less memorizing and more of
_ the mental processes (analyzing, synthesizing and organizing, applying theory, and making judgments
about the validity of information) characteristic of a liberal arts education. The positive differences



‘between first-year and senior students were greater for Skidmore than the Bac-LA group for every mental
acfivity measured.

First-year Skidmore students report they are less likely to “come to class without completing readings or
assignments (Often or very often; 7% v. 16%)” but receive slightly fewer “assigned textbooks, books, or
fullength packs of course readings (More than 20; 17% v. 25%)” than Bac-LA first-year students. First-
year students report they write just as many papers, with usually none over 20 pages, as others Bac-LA
colleges. Compared to Bac-LA seniors, Skidmore seniors write more papers that are fewer than 20
pages and an equal number that are 20 pages or more. While seniors appear to be doing more writing
than the norm group, they also indicate they are slightly Eess fikely than the Bac-LA group fo “prepare two
or more drafts of a paper or assignment bafore turning it in." Not surprisingly, Skidmore students, spend
significantly less time on homework problem sets, items associated with typlca! science and math
programs, than peers at Bac-LA colleges. :

Serious engagement and fime on task in academic endeavors beyond the classroom are clear

- expectations students must meet at the college level. Previous studies at Skidmore have shown that
relatively few students meet the expectation of two hours of out-of-class work for every hour of instruction
time. NSSE largely confirms those findings. The first-year student average does not differ significantly
from the Bac-LA group; however, a greater number of first-year students report spending 21-25 hours per
\..geek preparing for class (23% Skidmore v. 13% Bac-LA) than those reporting 30 or more hours of
preparation (3% Skidmore v. 7% Bac-LA). Skidmore seniors report more time on task (average of 16-20
hrsfwk) than both Bac-LA szniors and Skidmors first-year students. Nevertheless, neartly two-thirds of
seniors spend 20 hours or less preparing for class (63 % Skidmore v. 71 % Bac-LA). While Skidmore
students sither equal or exceed Bac-LA norms for time on task, they certainly exceed the norms for time
spent relaxing and socializing (watching TV, partying, exercising, etc.). One in four Skidmore students
spend 21 or more hours per week relaxing and socializing, whereas only 1 in 6.5 Bac-LA students does
s0. All this extra free time might result from students reporting fewer hours working for pay and caring for
dependents. Skidmore students generally report fewer hours working, on campus ot off, than their peers.
Given the traditional coliege age of Skidmore students, seniors also spend less time providing care for
dependents [iving with them (parents, children, spouse, etc.).

Students may quickly recognize, and passibly conform to, the extent of the academic culture at their
. school, Faculty and administration may send very similar or even mixed messages about the academic
- climate. When asked if you “worked harder than you thought you could to meet an instructor's standards
or expectations,” Skidmore students are no different from their peers. 56% of first-years and 61% of
seniors did report working harder than expected “often” or “very often.” However, Skidmore students
were slighfly less fikely than Bac-LA students fo report their exams have “challenged you to de your best
work.” Only 44% of Skidmore first-year students report a high leve! of challengs on exams (those
" reporting 6 or 7 on a 7-point scale where 7 = very much) compared fo 65% in the Bac-LA group. The
same can be said for seniors, but the difference is not as great (45% v. 54%). Skidmore students are
somewhat crifical of the several institutional environment items measured, although only one directly
applies to this behchmark. Students were asked “to what extent does your institution emphasize
spending significant amounts of time studying and on academic work?" While slightly over half of
Skidmore students replied “quite a bif” to this question, only about one-fifth of students reported “very
much.” This proportion is significantly lower than that of the Bac-LA group where nearly half of all
students reported “very much” (First-Year; 21% v. 48%, Senior 23% v, 47%). Clearly, Skidmore students
are interpreting messages, or a lack of messages, from administrators, peers, faculty, or others, about
what is valued at Skidmore.

Active and Collaborative Learning

Research suggests that students learn more when they are intensely involved in their education. Active
and collaborative leaming can foster an increased inquisifiveness and commitment to learning. Often, a
good deal of learning after college requires proficiency in these learning medalities when willing mentors
are not always available. Clearly, active and collaborafive lsarning ought to be part of an undergraduate



expérience in some meaningful way. The items NSSE measures fit well with CEPP’s proposed
*Citizenship” and “Collaborafion” vision components though they are not exhaustive of CEPP’s
undertakings.

Seniors clearly do mors active and collaborative learning than first-year students at Skidmore and Bac-LA
schools. Skidmore seniors and Bac-LA seniors report very similar ratings on these measures as no
significant positive or hegative differences were found. |n essence, Skidmore seniors report experiences
that are no better but no warse than Bac-LA seniors. Mixed results were found for Skidmore first-year
students. Although they ask questions, contribute to class discussions, and work with other students on
assignments both in and out of class as often as Bac-LA first-years, Skidmore first-years report some
shortcomings. Skidmore‘ﬂrst-year students were less likely fo make class presentations (Often or very
often; 16% v. 29%), tutor or teach other students (8% v. 15%), and participate in community-based
projects as part of a regular course (4% v. 10%). The proportion of Skidmore students engaging in these
three activities is also lower than the national norm group (all NSSE respondents, including those from
large doctoral and master’s level institutions). While Skidmore first-year students did say they were
slightly more likely than their peers to have “discussed ideas from readings or classes with others outside
of class,” first-year Skidmore students seem {o be ftrailing their peers in some recently touted areas of
active and collaborative learning.

Student-Faculty Interactions

Just as collaborating with peers is considered good educational practice, interaction with facuity is key to
the entire educational process. Both in and out of the classroom, professors become role models,
mentors, and guides to students as they prepare for a lifs of learning, understanding, and exploration.
CEPP's proposed vision statement explicitly lays the foundation for fostering increased “mentor-to-peer”
engagements.

As expected, seniors at Skidmore and Bac-LA schools have more interactions with faculfy than first-year
students on nearly every measure. They discuss assignments more often, talk about career plans more
often, and work with faculty on activities other than coursework more often. A myriad of things, including
maturity and ciass size, probably account for such differences. Skidmore senior and first-year students
are very much like their respactive peers in their frequency of discussing grades or assignments with
instructors, discussing ideas from readings or classes with faculty outside of class, and receiving prompt
feedback regarding academic performance. Skidmore seniors report greater contact with faculty than
their peers through e-mail (Often or very often; 95% v. 85%) and for work on research projecis outside of .
course or pragram requirements (Yes; 50% v. 39%). Skidmore first-year students did not surpass their
peers in any type of faculty interaction and even report less interaction with faculty for activities other than
course work (committees, orientation, student life activities, etc.) (5% v. 17%). Enhancing the frequency
of such experiences may occur with greater cohesion between student life and academic life.

A primary area of concern for Skidmore is discussion of career plans with faculty members or advisors. |
Skidmore’s mission as a liberal arts school, despite a few pre-professional programs, often leads to the
belief that graduates will be prepared to do whatever they want to do since a liberal arts education
{eaches them how to learn. At Skidmore, 47% of seniors discuss career plans either “often” or “very
often” compared to 57% of Bac-LA seniors. The difference is much greater for first-year sfudents (Often
or very often; 18% v. 34%). In fact, just 1% of first-year students at Skidmore report they talk “very often”
with a faculty member or advisor about career plans, whereas 11% of Bac-LA first-years do so. Itis
difficult to know from this study if Skidmore students are dissatisfied with the level of career discussion
undertaken or if Skidmore students are just less needy and demanding in this area. Nevertheless, some
quality career discussions at an early stage in the college career are most likely prudent. These
discussions may help students find a major or career goal, thereby enhancing their academic
seriousness. They may also assist students in understanding their options in weak economic times.



Enriching Educational Experiences

Complementary learning opporiunities often augment academic programs both in and out of the
classroom. Diversily, technology, internships, community service, and senior capstone courses can all
play a role in providing opportunities to integrate and apply knowtedge

Skidmore students are very similar to their peers when it comes to how often they synthesize information
from various sources or courses for assignments or during class discussions. Yet, somewhat mixed
findings prevail about experiences that are often supposed to enhance interdisciplinary thinking.
Skidmore seniors equal their peers in participation in “practicums, internships, and field experiences” and
“culminating senior experiences {capstone, thesis, comprehensive exam, etc.).” Skidmore seniors far
exceed Bac-LA seniors in studying abroad (49% v. 35%) and foreign language coursework (85% v. 64%).
Afull 71% of first-year Skidmore students anticipate going abroad before graduation. On the other hand,
Skidmore seniors report less community service and volunteer work (58% v. 77%) and a lower
percentage of first-year students sither have dong or anticipate doing either (69% v. 82%). Skidmore
seniors also reported less pariicipation in learing communities than the norm group (17% v. 26%). First-
year students were on par with their peers with about one-quarter indicating such an experience. As in
the Bac-LA group, nearly half of Skidmore seniors report doing either independent study or self-

- determined major.

Skidmore students participaie in co-curricular activities {organizations, student government, sports, efc.)
as frequently as their peers with only 9% of students spending over 20 hours per week, Compared to
first-year students at other Bac-LA schools, Skidmore first-year students feel their institution places less
emphasis on attending campus events and activities (special speakers cultural performances, athletic
events, etc.) (Quite a bit or very much; 65% v. 77%). Skidmore seniors did not differ from their peers
(68%). Skidmore clearly has much to offer in the realm of campus events and activities. The fact that this
itern combines athletic events with speakers and performances is problematic given Skidmore's relatively
low athletic svent attendance. Nevertheless, this is only one of many campus environment issues,
detailed in the following section, where Skidmore students fee! their college is less supportive than Bac-
LA peers fesl about their schools.

In recent years, Skidmore has made diversity an institutionat priority through the establishment of the
Office of the Director of Diversity and Affirmative Action, the 2002 strategic plan, the revised all-College
curriculum, and other initiatives. While Skidmore did not exceed the Bac-LA normative means on any
diversity measure, no difference s found in the frequency of including diverse perspectives (races,
religions, genders, political beliefs, etc.) in class discussions or writing assignments (Often or very often;
Skidmore - frosh 58%, seniors 70%), serious conversations with students of a different race or ethnicity
(Often or very often; Skidmore - frosh 53%, seniors 50%), and serious conversations with students who
are very different in terms of religious heliefs, political opiniens, or personal values (Often or very often;
Skidmore - frosh 64%, seniors 61%). Despite these findings, Skidmore students report they trail peers in
their school's contribution to their knowledge, skills, and personal development in “understanding psople
of other racial and ethnic backgrounds (Quite a bit or Very much; First-year — Skidmore 43%, Bac-LA
53%; Senior — Skidmore 39%, Bac-LA 53%)}. Compared fo students at other Bac-LA ¢olleges, Skidmore
students also feel their institution places less emphasis on “encouraging contact among students from
different economic, social, and racial or ethnic backgrounds (Quite a bit or Very much; First-year —
Skidmore 35%, Bac-LA 57%; Senior ~ Skidmore 32%, Bac-LA 48%).” It is difficult to discern the possible
reasons for such findings without additional research. Being critical of the institutional environment is
nothing new for Skidmore students, but students appear to be partaking in activties that would seem to
foster increased understanding and awareness at a rate equal to their peers. Skidmore students are
quite vocal about their dissatisfaction with diversity on other institutional surveys. This report as least
validates some previous findings, while raising additional questions.

Technology can often enhance or facilitate collaboration between peers and mentors, Perhaps it is not
the most ideal way for some, but it certainly does have benefits to the student and instructor. Skidmore
students “use computers for academic work” and “electronic mediums (list-serv, chat group, Internet, efc.)
to discuss or complete assignments” at rates comparable to peers. As noted earlier, Skidmore seniors



report a good deal of email communication with instructors, exceeding the norm group average. Daspite -
these encouraging activities, first-year students are less likely to report their college contributed to their
knowledge, skills, and petsonal development in “using computing and information technology {Qulte a bit
or very much; 49% v. 62%).” Students might be very able and willing to use email and word processors,
but less interested in or have fewer opportunities to use programming-specific applications. Alternatively,
students might feel they were already quite adept in information technology before coming fo Skidmore.

Supportive Campus Environment

It is reasonable to assume that colleges committed to student success and positive social relationships
among different campus groups ought fo have students who perform better and are more satisfisd. As
roted eatlier, compared to their peers, Skidmore students are fairly crifical of their institution's emphasis
on study time and academic work, encouraging contact among diverse groups of students, and attending
campus events and activities. Skidmore students are also less likely to report their institution emphasizes
“providing the support you need to help you succeed academically” (Very much; First-year — Skidmore
31%, Bac-LA 46%; Senior — Skidmore 24%, Bac-LA 39%). Additionally, first-year Skidmore students are
fess likely than the peer group fo report their institution “helps you cope with non-academic
responsibilities (work, family, etc.) (Quite a bit or very much; 22% v. 26%) and “provides the support you
need to thrive socially.” Once again, further ressarch is needed to gain an understanding of why
Skidmore students feel this way and whether there are steps the College can take to convince students of
its commitment to such endeavors.

The quality of relationships students have with people at Skidmore varies by constituency and by student
level, For example, seniors and first-year students report their facully members are just as available,
helpful, and sympathstic as students at other institutions report. Skidmore seniors report slightly mare
helpful, considerate, and flexible administrative personnel and offices, while first-year students generally
say the reverse is frue reporting service that is below the Bac-LA norm. First-year students also take
some issue with their peers. In the past, siudants have criticized peers as being apathetic, snohbish, or
wealthy on many all-College Skidmore surveys. Here, first-year students are less likely than Bac-LA
students to see peers as friendly, supportive, or exuding a general sense of belonging.

Skidmore students are more critical of their institution’s environment and quality of relationships than Bac-
LA peer students are of their institutions. This effect is greater for first-year students than for seniors.
Even though these questions largely deal with perceptions studenis have about the extent the institution
values and supports such endeavors, it is disconcerting that students feel this way given the emphams
Skidmore places on the first-year experience.

Educ'ational & Personal Growth

While not entirely part of the five key educational practices, quastions concerning the institution’s

. contribution {o educational and personal growth closely resemble the abilities students rate in Skidmore

" all-college surveys and represent several of CEPP's interests. NSSE provides the benefit of comparative
data to this area. With the exception of “understanding yourself,” “acquiring a broad general education,”
and “voting in elections” first-year students reported Skidmore contributed less to their educational and
personal growth than Bac-LA peers report on every other measure (12 of 15 measures). Seniors fare
better, but are still below the peer group for “acquiring work-related knowledge,” “analyzing quantitative
problems,” “understanding people of other racial and ethnic backgrounds,” and “contributing to the
welfare of your community.” Skidmore students did not exceed the norm group on nearly all measures of
institutional contribution to growth (See Table I1). If's difficult to speculate about the reasons for such
differences. Perhaps Skidmore students feel they already were quite competent in many of these skills
and abilities before aver stepping foot on campus. If this is the case, students might have more positive
growth with increased academic challenge and expectations. Nevettheless, the negative differences are
somewhat distressing given that only a handful of participating institutions are in the first tier of liberal arts

. colleges.



Table II: Educational & Personal Growth - Percentage of Students Indicatiné Knowledge, Skills
and Personal Development Enhanced “Very Much” by their Institution.

First-Year Students Senior Students

Skidmore | BaclA |. Sig | Skidmore | Bac-LA Sig
Acquiring a broad general education ‘ 42 50 64 B3
sAk?ICI‘sumng job or work-related knowledge and 11 21 () . 21 30 *-)
Writing clearly and effectively 28 40 **(-) 46 50
Speaking clearly and effectively 16 25 ) 39 39
Thinking critically and analyiicalty . a4 52 *-) 64 63
Analyzing quantitative problems 9 21 ) 19 . 29 >y
Using computing and information technology 20 26 **(-) 31 35
Wortking effectively with others 19 26 *=L) 40 38
Voling in jocal, state, or national elections 12 8 () 13 10
Learning effectively on your own 24 32 *-) 40 44
Understanding yourself 23 30 . 41 41
Understanding people of other ractal and ethnic 14 21 (.Y 15 22 )
backgrounds .
Solving complex real-world problems 11 17 *-) 20 24
Developing a personal code of values and 17 28 **() 27 33
ethnics .
Contributing to the welfare of your community 7 10 (L) 11 23 )

Significance based on 2-tailed tesf using tneans {not reported in this table). See Appendices for all means, frequencies, and tests of
significance. .

“p<.05, *p<.01, **p<.001 (2-tailed)

Overall Satisfaction & Advising

Despite the several negative gaps between Skidmore and Bac-LA students, Skidmore students evaluate
their “entire educational experience at this institution” similarly. Skidmore students, however, are less
likely to report they would choose the same institution if they could start over again. Roughly one-third of
Skidmore students indicate they “definitely” would choose Skidmore again compared to nearly one-half of
Bac-LA students (See Table Iif). This figure rises to 80% when inciuding those who would “probably”
choose Skidmore again. The percentage of students reporting a desire to atiend Skidmore again closely
resembles the percentage reporting so on Skidmore's senior and first-vear surveys. Lastly, Skidmore
students tend fo rate the quality of advising below that reported by Bac-LA peers. Only 23% of first-year
students and 31% of seniors rated the advising they received at Skidmore as “excellent.” Unfortunately,
respondents are not given the option to report the rationale for their evaluation of the advising quality.
Students did report “talking about career plans with a faculty member or advisor” less often than their

peers. The correlation between talking about career plans and advisor quality is positively moderate at
best.

In general, Skidmore students tend to report their overall institutional satisfaction and advising satisfaction
to be “good,” whereas Bac-LA students more often reported their satisfaction to be “excellent.”




Table ll: Overall Satisfaction & Advising

First-Year Students Senior Students

- Skidmore | Bac-LA Sig Skidmore | Bac-LA Sig
Overall, how would you evaluate the guality of 239, 38% () 31% 43% =*(-)
academic advising you have received at your
institution? * .
How would you evaluate your entire educational 39% 50% A7% 52%
experience &t this institution? * :
It you could starf over again, would you go 1o the 35% 49%, =) 37% 47% ' *-)
same institufion you are now attending? ®

= % reparting “excellent”; “ = % reportmg “definitely yes™
Significance based on 2-tailed test using means {not reparted in this table). See Appendices for all means, frequenc:es and tests of
51gn1ﬁcan ce.

*p<.05, *p<.01, **p<.001 (2-tailed)

- Conelusion

NSSE results present Skidmore with some encouraging findings, but also some disappointing findings.
The findings vary by the benchmark area and by class year. Academic challenge measures, for example,
show some positive and negative findings that are often intuitive. First vear students report greater
preparation for class, but have fewer assigned books. Senior students report writing more, although
shorter, papers but prepare fewer drafts. Students report less time completing prablem sets and feel their
institution contributes less to their ability to analyze quantitative problems. It is interesting that, on several

. issues, Skidmore students seem fo be less likely to strongly agrea with the items that Bac-LA students
do. That is, the mode (the most frequent response on 4-point scale where 1 = poor and 4 = excelient) is
often 3 for Skidmore students and 4 for-Bac-LA students. This difference can influence the average
greatly and resulfs in several areas where Skidmore studenis indicate less growth, challenge, etc. on
average.

Despite reporting a good deal of time on task and working harder than expected, students dully note a
lack of challenge on exams and less institutional emphasis on the importance of academic work.
Nevertheless, students seem to cherish their time relaxing and socializing here reporting averages that
are well above both the Bac-LA group and all NSSE participating schools nonns.

Collaborative and active learning measures also present varied findings. Seniors report they are doing
Just as much collzborative and active learning as their peers; however, first-year students are slightly
worse off in that they are falling behind their peers in some areas. Senior students report comparable
student-faculty interactions. As expected and for some obvious reasons, seniors simply report more
contact with faculty than first years do. First-year students note their lack of such interactions in reporting
fewer contacts with faculty that are not related to coursework. For both classes, discussion of carser
plans with faculty and advisors occurs less often than it does at peer institutions.

Mixed findings also occur when studying issues that ought to enrich educational experiences. Students
are reporting high levels of study abroad and foreign language coursawork but fewer citizenship activities
. Including community service and volunteering. Most would agree that diversity, no matter how you define
it, enriches an educational experience. Students rival their peers in being exposed to diverse
perspectives in class and in out-of-class conversations, but at the same time report their institution
contributes less to their understanding of racially and sthnically diverse people and provides less
instituional support encouraging a coming together of students from diverse backgrounds.

Students offer some particularly crifical ratings of Skidmore's campus environment. On the issues of
encouraging diversity interactions, support for academic success, social support, and encouraging event
attendance, students routinely rate their College lower than their peers, Further first-year students report
their peers to be less friendly and supportive and also take issue with some administrative offices. On ‘the
positive side, students are equal with their peers when rating faculty helpfuiness.




Skidmore students generally did not report any gains in educational or personal development that were
greater than the norm group. In fact, for the vast majority of items, Skidmore first-year students report
less of an Institutional contribution. Seniors fare better here but never exceed the norm group averages.
The fact that seniors-are doing better than first-years is somewhat encouraging. Yet, it is currently
impossible to know if Skidmore is the contributing reason for such growth as the figures are from two
different classes. It seems logical fo assume that Skidmore is at least playing some part in student
growth. A longitudinal pane! study would perhaps reveal or confirm some of these conjectures.

Despite some positive and several neutral findings, Skidmore students report concern with the

institutional environment and the level of challenge and educational growth when compared to the peer
group. The findings for students, partlcularly first-year students, are troubling given Skidmore's
endorsement of the first-year experience and the average to slightly above average quality of the peer
schools to which Skidmore is compared. As CEPP and the Dean of Faculty design an academic vision of -
the future, these data are va!uable in presenting areas of success and concern for Skidmore College and
its students,

Office of Institutional Research

Joe Stankovich -
Associate Director

Ann Henderson
Director

08/10/2003

Further analyses will conducted by ethnicity/race and sex in a forthcoming report The report will
also contain national benchmarking data from NSSE for each of the five areas of effectlve
educational practice.



Agnes Scott College
Alleghany Callege
Alma Collegs
Antioch College
Augustana Gollege
Austin College
Blackburn College
Centre College
Chatham College
‘Collage of the Holy Cross
Caollege of Wooster
Connecticut College
Cornell College
Denison University
DePauw University
Eckerd Collega
Emory & Hénry Coliege
Evergreen State College
Fort Lewis College
Franklin & Marshall Coflege
Furman University
Gordon College
Goucher Collage

' Hampdan-Sydney College
Hanover College
Hartwick College
Harvey Mudd Collaga
Hiram Collage
Hobart and William Smith Colleges
Hope College
Houghton College -
Huntingdon College
Judson College
Juniata College
Kalamazoo Collegs
Knox College
Lane College
Lawrence University
Lees-McRae Collegs
Marlboro College
Marymount Manhattan College

Decatur, GA
Meadville, PA
Alma, Ml

Yellow Springs, OH
Rack Island, il
Sherman, TX
Carinville, [L
Danville, KY
Pittsburgh, PA
Worcestar, MA
Woaoster, OH
New London, CT
Mt. Vernan, IA
Granville, OH
Greencastle, IN
St. Petersburg, FL
Emary, VA
Olympia, WA
Duranga, CO
Lancaster, PA
Greenville, SC
Wenham, MA
Balimore, MD
Farmville, VA
Hanaver, IN
Oneonta, NY
Claremont, CA
Hirem, OH
Geneva, NY
Holland, M
Houghton, NY
Montgomery, AL
Marion, AL
Huntingdon, PA
Kalamazoo, M
Galesburg, IL
Jackson, TN
Applaton, WI
Banner Elk, NC
Marlboro, VT
New York, NY

_ 'Appendix A
List of Participating Baccalaureate Colleges — Liberal Arts

Massachusalis College of Libaral Arts
MeDanlsl Collage

Monmouth College

New Callege of Florida

COccidental Cellega

Fine Manor College

Presbyterian Coflege
R-andolph-Maoor.a College
Randalph-Macon Womnan's College
Richard Stockion College of New Jersey
Roencke Collage

Saint Vincent College

Scripps College

Skidmaore College

Scuthwestern University

Spelman College

St Mary's College of Maryland

8k, Olaf Coliege

Susguehanna University

Texas A&M University at Galveston
Transylvania Universiiy

Unlversity of Hawail - West Oahu
Universify of Hawali at Hilo
Uhiversity of Maine at Presque Isle
University of Pittsburgh at Gregnsburg
University of Puget Sound
University of the South

Ursinus College

Vassar Collsge

Virginia Military Institute

Wabash College

Washingten College

Wesleyan College

West Virginia Wesleyan College
Westminster College

Wheaton College

Wheaton College

Whittier College

Willamette Univ ersity

Wofford Gollege

North Adams, MA

‘Westminster, MD

Monmauth, 1L -
Sarasota, FL -
Los Angelss, CA
Chestnut Hill, MA

N Clinton, SC
Ashland, VA

Lynchburg, VA
Fomona, NJ
Salem, VA
Latrobe, PA
Claremont, CA
Saratoga Sptings, NY
Goorgelown, TX
Afianta, GA’

St, Mary's City, MD
Northfield, MN
Selinsgrove, PA
Galveston, TX
Lexington, KY
Pearl City, HI
Hilo, HI

Presque Isle, ME
Gresnsburg, PA
Tacoma, WA
Seiwvanes, TN
Callegeville, PA
Poughkeapsie, NY
Lexington, VA
Crawfordsville, IN
Chestertown, MD
Macon, GA
Buckhannon, WV
Fulton, MO
Wheaton, IL
Moron, MA
Whittier, CA
Salem, OR
Spartanburg, éC
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43
4c,d.e
2b
2c

2d
2e
1
10a
3
5a,b
6
1c
Za
1w
e
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1a
1b
1g
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1j
1k
it

1in
io
1p
1s
iq
7d
m

ad
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e
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v
u
il
10c °
1d
1i
7c
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11g
11
10g

0k
tod
f0e
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Appendix B
Compeosition of Five Benchmark Areas

Level of Academlc Chal!enge

Preparing for class (studying, reading, writing, rehearsing, efc. related to acadsmic program)

Numbar of assigned textbooks, books, or book-length packs of courss readings

Number of written papers or reports »= 20pages; 5-19 pages; fewer than 5 pages

Coursework emphasizing analysis of the basic elements of an idea, experience, ortheory

C?u!:sewr?rk emphaslztng synthesis and orgatizing of :deas information, or experiences inte new, more camplex lnterpretatmns and
relationships

Coursework emphasizing the making of judgments about the value of information, erguments, or methods

Coursework emphasizing application of theories or concepts to practical problems or in new situations

Worlung harder than you thought you could fo meet an instructor's standards or expectations

Carmnpus erwironment emphasizing fime studying and on academic work

Extent o which exams during the past school year have challengsd you to do your best work

Number of problem sets that take more than hour fo complete; less than an hour fo complate

in typical week, number of homework problems that take more than 15 minutes to comp!ets

Prepared fwo or more drafis of a paper or assignment before tuming i in

Memorizing facts, ideas, or methods from your courses and readings so they can be repeatsd In pretty much the same form
Come fo class without completing readings or assignments

Relaxing and socializing {watching TV, parfying, exercising, ete.)

Providing care for dapendenis living with you (parents, spouse,.children, elc.)

* Active & Collaberative Learning

Asked questions in class or contributed to class discussions
Made a class presentation )
Worked with other students on projects during class

Worked with classmates outside of class to prepare class assignments
Tutored or taught other studants

Particlpated in a community -based projsct as part of a regular course
Disgussed ideas from your readings or classes with others outsida of class (students, family, co-workers, ete.)

Student-Faculty Interactions

Discussed grades or assignments with an instructor

Talked about career plans with a faculty member or advisor

Discussad ideas from your readings or classes with faculty members outside of class

*Worked with faculty members on activifies other than coursework (committees, orientation, student-life activities, efc.)

Recaived prompt faedback from faculty on your academis performance (written or oral)
Worked or planned to work with a faculty member on a research project outslde of course or program requirements
Usad emall to communicate with an instructor

Entiching Educational Experiences
Participating in co-curricular activities (organlzatlons publlcatlons student gov ernment, sports, etc)
Practicum, 1nternship. field experience, co-op experience, or clinical assngnment

- Community service or volunteer work

Fuoreign language coursework

Study abroad

Independent study or seff-designer major

Culminating senior experience (comprehensive exam, capstone course, thesls, project, etc.)

Serious conversations with students of different religious beliefs, political apinions, or personal values

Serious conversations with students of a different race o ethnicity

Using electronic technoiogy to discuss or complate an assighment

Campus environment encouraging contact amaong students from different economic, social, and raclal/ethnic backgrounds

Worked on a papesr or profect that required infegrating Ideas or information from varicus sources

Fut together fdeas or concepts from different courses when completing assignments or during class discussions

Participate in & learning community or some other fortnal program where groups of studenis fake two or more classes fogather
Campus environment encourages atfending campus events and aciiviies (special speakers, culfural performances, athietic events, efc.)
Included diverse perspsctives (diffarent races, religions, genders, political belisfs, etc.) in class discussions or writing assignments -
Using compuiing and information fechnology

Understanding people o other raclal and ethnic backgrounds

Using computers in academic work

Supportive Campus Environment

Campus environment provides the support you need to help you succeed acadernically

Campus environment helps you cope with your mon-academic responsibilities (work, family, etec.)
Campus ehyironment provides the support you need fo thrive sccially

Quglity of relationships with other students

Quality of relationships with faculfy members

Quality of relationships with administrative personnel and offices

ttems in italicized font are nof included in NSSE's benchmarks. They were added to the arca by the IR office to facilitate report writing.
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National Survey of NSSE 2003 Means Comparison Report
Student Engagement o Skidmore College
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ez ,

[ M The College Student Report
: . Skidhmore compared withs

Bac-LA NSSE 2003
Bac-Ld Effect NSSE 2003 Effect
Variable Class . © Mear . Mean Sigr @ Size * Mean Sig * Size ®
In your experience at your institution during the current school year, about how often have you done each of the
1. Academic and Intellectual Experiences Jollowing? I=never, 2=sometimes, 3=often, 4=very often
. i B . 3 T - N
o Asked .@coma.osm in class or contributed to CLQUEST FY 3.07 2.84 21
class discussions SR 329 ) 3.12 *Fk 35
’ . R . ek -
b. [Made a class presentation - cLPRESEN | TV 2.24 - 28 2.24 27
SR 2.81 2.84
. wwm.wmﬁa two or more %.mmw .&. a paper or pewropap | Y 2.65 : 2.70
assignment beéfore turning it in SR 243 * 18 2.51 ok .27
Worked on a paper or project that required . .
d. |integrating ideas or information from various | INTEGRAT FY 3.15 3.06
sources . SR 3.46 : 3.34 * 20
Included diverse perspectives (different races, .
e. [religions, genders, political beliefs, etc.) in DIVCLASS FY 2.89 2.73 o
class discussions or writing assignments SR 292 275 * 17
. . . . * _ . * -
£ Oo_.so Ho_.o_mmm without completing readings or CLUNFREP FY 2.00 =20 2.01 21
assignments N 2.08 2.07
. f%omﬁn with other students on projects during CLASSGRP FY 222 234
class : SR 2.27 2.46 e -.23
- Worked with &m.mmEmnmm outside of class to occare | FY 2.57 ‘ . 2.40
prepare class assignments - 271 273
Put together ideas or concepts from different . _
1. lcourses when completing assignments or INTIDEAS FY 2.59 . 2.49 wok 25
during class discussions . SR 2.93 2.85 |
U .H.:_Hcﬂwa or taught other students @ma.oﬂ TUTOR FY 1.74 ik -.36 1.68 . ek -30
voluntary) SR 2.06 1.87
Participated i ity- Wil Hokk oL Hokok -
" p n a community-based project as commpror | FY 1.49 30 1.46 .28
part of a regular course : R 1.65 1.63

S#p<05 U p<01 *R4pO0b (2-tailed),
® Effect size == mean difference divided by comparison gronp standard deviation.



g

National mcwému\ of
Student Engagement

The College Student Report

15
@

Variable

1. Academic and Intellectunal Experiences (continued)

Used an electronic medium (list-gerv, chat
group, Internet, etc.) to discuss ot noBEQm an| ITACADEM | FY 2.65 2.65
assignment SR 2,72 2.81
Used e-mail to-communicate with an AMAIL FY 3.18 2.96 R 33
instructor SR 3.38 e 32 3.17 i 52
.U_mocmmoa grades or assignments with an racerape | FY 2.75 2.62
mnstructor SR 2.94 2.83
; . sk - sk -
Talked about career plans with a faculty FACPLANS FY .N.mq .52 2.15 39
member or advisor SR 275 *% .05 2.48
wamﬂmmﬁw ideas @%B wodmﬂ.wmmgm.cm_m or classes FACIDEAS FY 2.01 1.81
with faculty members outside of class R .34 210 ek 15
Received prompt feedback from faculty on FY 2.82 2.63 *® 23
. . FACFEED

your academic performance (written or oral) SR 2.99 2.83 ok 23
‘Worked ._EEQ than you thought you oo:E o | workaarp | FY 268 2 61
meet an instructor's standards or expectations

, SR 2.73 2.71
Worked with faculty members on activitics
other than coursework (committees, FACOTHER | FY 1.73 Aok -37 1.56 * -18
orientation, student life activities, etc.). SR 2.16 1.84 * 21
Discussed ideas from your readings or classes
with others outside of class (students, family | OOCIDEAS | FY 2.95 * 20 2.76 ek 41
members, coworkers, efc.) SR 3.06 2.88 * .20
Had sertous conversations with students of a FY 2.76 2.61

. i DIVRSTUD
different race or ethnicity than your own : SR 271 2.60
Tad serious conversations with students who
are very different from you in terms of their *
religious beliefs, political opinions, or DIFFSTU2 FY 2.99 2.1 19
personal values SR 2.90 2.69 * 138

FEp<05 ¥ paDl FHEp00] (2-tailed).
2

Class

NSSE 2003 Means Comparison Report

Skidmore College
Skiduiove compared witly:
Bac-L.A NSSE 2003
Bac-Ld T Effect NSSE 2063 Effuct
Mean Sig © Stze Mean Sig iz b

Mean

In your experience at your institution during ihe current school year, about how often have you done each of the
\e:cﬁ...:hw .ﬁ =never, 2=sometimes, 3=often, 4=very often

* Effect size = mean difference divided by comparison group standard deviation.
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Skidmaore compared with:

Bac-LA NSSE 2003
. Bac-LA Effect . NSSE 2003 Effect
Variable Class Mean Mein Sig * Sz Mean S * Sine *
During the current school year, how much has your coursework emphasized the following mental activities?
2. Mental Activities . I=very little, ml.,..oEm 3=quite a bit, 4=very much
Memorizing facts, ideas, or methods from : .

a. |your courses and readings so you can repeat | MEMORIZE 2.80 S -.26 293 ke -43
them in pretty much the same form 2.55 S 272 ok -26
Analyzing the basic elements of an idea,

b eXpetience, or theory, such as examining a

" |particular case or situation in depth and . ANALYZE 3.33 3.15 ok .26
considering its components 3.40 *ok 29 3.28 R 44
|Synthesizing and organizing ideas, )

c. |information, or experiences into new, more | SYNTHESZ 3.06 : 2:88 ok 31
complex interpretations and relationships . 3.24 * 21 3.07 ok 41
Making jndgments about the value of
information, argumeints, or methods, such as

d. |examining how others gathered and EVALUATE .
interpreted data and assessing the soundness 293 2.83
of their conclusions 3.06 , 2.95 *¥ 23

N Applying Ewonmu 9.. oc:.nmEm to practical APPLYING 3.10 * -16 in
problems or in new situations 3.25 3.20

3. Examinations
To what extent have your examinations during
the current school year challenged you to do EXAMS 5.67 okok -35 5.54 *E -22
your best work? 5.49 * -21 545 * -17
) During the current school year, about haw much reading and wriling have you done?
4. “—ﬂmwn:_um and ,ﬁwn.:mu—m I=none, 2=between I aza_ 4, .w between 5 and 10, 4=between 11 and 20, 5=more than 20

. Number of assigned textbooks, vwowmg or READASON 3.82 * -17 3.49 * 18
book-length packs of course readings 3.70 3.33 Fork 44
Number of books read on your own (not .

b. |assigned) for personal enjoyment or academic | READOWN 2.05 2.01
enrichment 2.26 221

. Number of written papers or reports of 20 WRITEMOR 1.21 1.24 * -19
pages or more 1.75 ’ 1.66 * 20

**pc05 *p<Ol **p<001 (Z-tailed),
¥ Effect size = mean difference divided by comparison group standard deviation. o ’ : 3




NSSE 2003 Means Comparison Report

e @ National Survey of
=y« Student Engagement Skidmore College
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Shkidmore compared with:
Bac-LA NSSE 2003
: . Bac-Ld Effect NSSE 2003 Effeat
Variable Clss Medn . Mean Sigr * Size ] Mean Sig * Size
During the current school year, about how much reading and writing have you done?
4. Reading and Writing (continued) 1=none, mnwm?‘.nma 1 nz& 4, 3=hetween 3 and 10, 4=between 11 and 20, 5=more than 20
Number of written papers or reports between 2.65 2.44 ** 22
d. WRITEMID
5 and 19 pages 2.90 ok 30 2.66 HHR 54
Number of written papers or reports of fewer 3.44 3.30
. WRITESML
* |than s pages st 4 3.22 ke o8 311 ok 36
In a typical week, \_c:. Eaé\_ homework problem sets do you complete?
5. Problem Sets ~Iﬁe:o. 2=]-2, 3=3-4, 4=5-6, S5=more than ¢
. Number of problem sets that take you more PROBSETA 0T 244 Hokk ~32 .52 *Ak _40
" |than an hour to complete 2.09 Hok -.24 2.36 Hokok -46
*ok - riyeen -
b, Number of problem sets that take you _mmm PROBSETB 2.39 27 2,59 44
than an hour to complete 1.92 * -.19 2.18 bk -40
6. Homework Problems I=none, m.ui_ -3, 3=4-6, 4=7-10, S=more than 10
In a typical week, how many homework
problems take you more than 15 minutes each | HWPROBS 2.65 2.68 * -.18
to complete? e el ; 2.38 2.61 Hok -124
Which of the following have you done or do you plan to do before you graduate from your institution?  (These items were
7. uw-n.mn—:-.—m Lducational Huﬂmﬁmﬂ_unmm ‘ recoded {I=no or .__Sn__mnimn— &l&mﬁ. Thus, the mean is the proportion responding "ves" among all valid respondents.)
. Practicum, internship, field experience, co-op INTERN : .82 .81
" lexperience, or clinical assignment ‘ .74 72
b. |Community service ot volunteer work VOLUNTER 82 - -34 75
: 77 ol -45 .66 * -16
Participate in a learning community or some
¢, |other formal propgram where groups of students LEARNCOM: 30 34 * -.17
take two or more classes together 26 * -.19 27 * -.21
Work on a research project with a faculty
d. [member outside of course ot program RESEARCH * 38 29 * 20
requirements .39 *k 23 27 Fkk 50
. : .07 48 ok 31
e. |Foreign language coursework FORLANG
gn angtae 64 #ak 43 41 i 89
e ’ 56 i 30 38 ek 67
f. |Study abroad STUDYABR
Y 35 otk 29 18 ok .79
"Hp<D5 ¥ p0] F*p<00] (2-tailed),
4

® Effect size = mean difference divided by comparison group standard deviation,




: Zmﬁ_o:m_ Survey of
Student Engagement
5&&

The College Student Report

NSSE 2003 Means Comparison Report

Skidmore College

Skidmrore compared with:

Bac-LA NSSE 2003
Bac-LA Effect NSSE 2003 Effect
Variable Class Mean Mean Sigg ? Siza ¥ Mean Sig ¢ Siza
. Which of the following heve you done or do you plan to do before you gradunte from your institution?  (These items were
7. Enriching Educational Experiences (continued) recoded =no or ::%ni& I=yes, Thus, the mean is the proportion responding “yes” among all valid respondents.)
g |Independent study or self-designed major INDSTUBY Mw ~18 Ww ok 38
Culminating senior experience ) .
h. |(comprehensive exam, capstone course, thesis,| SENIORX 57 43
project, etc.) : / 73 .59 i 37
EE‘W QE box Sa best _..m.vu.m.qma_..... the guality of your relationships with people at your institution.
8. Quality of Relationships hisﬁ' Fiendly, :E._ﬁmﬁxmmwr sense of alienation to 7=friendly, supportive, sense of belonging
. : . . ’ FY | - 5.86 * -18 5.74
a. |Relationships with other students ENVSTU SR [z .. 5.83 5.80
T.SSeE?Eﬂ _Eraw_&m& :z.c.__%ﬁ_wana to 7=available, helpfidl, ,Q..%b__smun
. . . FY 5.88 5.56 *¥ 21
b. |Relationships with faculty members ENVFAC sz | A 6.05 572 - 1
___IESSF\. d, _Snoxuiﬁaw‘ l.ﬁk to 7=helpful, considerate, flexible
. Relationships with administrative personnel ENVADM : 533 * -16 5.09
and offices . 15 4.88 * 17 4.80 . * 21
hwb_a ?Se nany &a:ﬂ... a.u you .ﬁumz& in a typical 7-day week doing each of the Jollowing? 1=0 hrsfwk, 2=1-3 hrsfwk, 3=6-
9. Time Usage . 10 hrsfwk, 4=11-15 hrs/wk, 5=16-20 Ins/vk, 6=21-25 hrsfwh, 7=26-30 hrstwk, 8=more than 30 hrs/iwk
Preparing for class (studying, reading, writing,
. doing homework or lab work, analyzing data,
" |rehearsing, and other activities related to your | ACADPROI 4.59 4.11 ok 36
academic program) 4.53 *% 25 4.12 o A3
: 1.76 * -.18 1.60
b. (Working for pay on campus WORKONoO! 993 1.89 . 25
. . 1.48 ok ~22 220 *k -48
c. é.omcum for pay off campus - WORKOFO! 530 . _30 157 . 69
Participating in co-curricular activities
d (organizations, campus publications, student
government, social fraternity or sorority, COCURRO1 2.78 2.28 ke 39
intercollegiate or intramural sports, etc.) 2.73 2.16 sokoh 35
Relaxing and socializing (watching TV, 3.80 ook 43 . 3.86 Kok 37
€. . - ’ SOCIALO1 . :
partying, exercising, etc.) 3.73 ek .56 3.57 ko .66
PHp<05 M pe0]l ¥R O0L (2-tailed).
® Bffect size = mean difference divided by comparison group standard deviation, 3
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Skidmore compared with:

- Bac-LA NSSE 2003
. Bee-Ld . Effect - " NSSE 2003 Effect
Yarinble Class Mean Mean Sig * Size ® Mean Sig © Siza b
About how many hours do you spend in a typical 7-day week doing each of the following? =0 hrsfwk, 2=1-5 hrsfwk, 3=6-
9. Time Usage (continued) ) 10 ipshvk, 4=11-15 hrshok, 5=16-20 hrsfwk, 6=21-25 hrs/wk, 7=26-30 hrshvk, §=more than 30 hrsiwk
f Providing care for dependents living with you CAREDO] FY [ iy 1.17 , 1.54 ok -31
" \(parents, children, spouse, etc.) ’ : SR : 1.46 wk =22 2.24 dokok © =48
. . . FY ; 1.82 2.14 *k -42
: cO ! !
g |Commuting to class (driving, walking, efc.) MMUTE SR ool 195 | 299 k- 37
- To what extent does your institution emphasize each of the following?
10. E—.mnﬂ\:mo:»— Environment, : I=very little, 2=some, 3=quite a bit, 4=very much )
. Spending m_mb;..:uma amounts of time studying ENVSCHOL FY e 335 wkok -58 3.18 ook -33
and on academic work : SR 333 ok -48 3.15 ok -.23
idi ek ok N .
b, Providing the m:.Euoa you need to help you ENVSUPRT FY . 332 .29 3.09
- succeed academically SR 3.19 o =22 2.95
Encouraging contact among students from .
¢. |different economic, social, and racial or ethnic| ENVDIVRS FY 2.74 ok -43 2.60 ook -98
backgrounds SR 2351 FhE -30 239 . * -.18
d . Em:u_um. you cope with your non-academic ENVNACAD | FY 2.25 ok -29 o2
responsibilities (work, family, ete.) SR 2.04 1.89
idi 1 . * -
N Eou.:m_sm the support you need to thrive ENVSOCAL FY 2.46 .17 2.34
socially SR 222 2.09
Attending campus events and activities o .
f. "|(special speakers, cultural performances, ENVEVENT | py 3.07 |k -31 2.82
athletic events, ¢tc.) SR 2.80 . 2.57 *k 22
. o . FY 3.37 3.34
. |Using computers in academic work - ENVCOMPT
& [5me comp . R 347 3.44 :
’ To what extent has your experience at this institution contributed to your knowledge, skills, and personal development in
11. Educational and Personal Growth ' the following areas? 1=very little, 2=some, 3=quite a bit, 4=very much
a. |Acquiring a broad peneral education GNGENLED MM o www_. www S ww
Acquiring job or work-related knowledge and FY 2.67 h =27 - 2.68 *% -27
b.
skills : || GNWORK SR 2.86 * -.19 3.00 ki -.35
-, : s FY 3.17 w* -.24 2.98
. |Writing clearly and effectivel GNWRITE :
c. |Writing clearly and effectively SR 3.33 3.09 * 21
. . FY 2.78 T wEx -33 2.72 ** =27
d. |Speaking clearly and effectivel GNSPEAK
peaking clearly and effectively . sk 311 . . 5.09

*4p<s *Hpal *Hp<00] (2-tailed).
¥ Effect size =menn difference divided by compariscn group standayd deviation.
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Stidmore compaved with:

Bac-LA NSSE 2003

Effect

Bac-Ld NSSE 2003
Size

Mean Mean Sig Mean Sig
To what extent has your experience af this institution contributed to your knowledge, skills, and personal development in

the \.&FE&W ar nn,...v T=very little, 2=some, 3=quite a bil, 4=very much

Effect

Variable " Class ! Size ¥ .

11. Eduacational and Personal Growth (continued)

12.

13.

14.

. * - 3.20
e. [Thinking critically and analytically GNANALY w ww 19 135 - 30
: - . : ok . 2.68 ¥ -3l
f. jAnalyzing quantitative problems GNQUANT w MM ok . WM 2,89 o -30
. . . * - . *ikok -35
g. |Using computing and information technology | GNCMPTS w Nm 23 w Ww ek 28
: *ok _ * -
h. |Working effectively with others GNOTHERS WNM 23 WWM 18
. N , . 1.85 ook .39 1.84 *k 41
. - GNCITIZN :
i. |Voting in local, state, or national elections 1.03 185 - % 23
. . . 3.04 * -.20 2.93
- L ffectivel GNIN
j- {Learning effectively on your own Q 323 3.07
: . 2.88 2.75
k. S .
Understanding yourself GNSELF 308 2,85 - 23
3 - T seok . s,k -
L Gnaﬂmﬁmmmﬁm people of other racial and GNDIVERS 2.59 26 2.55 A 21
ethnic backgroumds 2.61 *E -24 255 * -18
* -
m. |Solving complex real-world problems . GNPROBSV www 19 WMN
o Uﬁ._io?:m a personal code of values and GNETHICS 2.76 ik -23 2.62
|ethies 2.87 2.71
Contributing to the welfare of your 2.55 ok -43 2.34 * =21
| community ONeo 2.62 - -.41 2.41 * ~19
Academic Advising I=poor, 2=fulr, 3=good, 4=excellent
' [Overall, how would you evaluate the quality g .
of academic advising you have received at ADVISE 3.17 ek -39 3.01 # -17
your institution? 3.21 * -23 2.93
Satisfaction I=paor, 2=fair, 3=good, 4=excellent .
How would you evaluate your entire ENTIREXP FY 3.40 3.23
educational experience at this institution? SR 343 3.24 ¥ 23
] |s€_.. ::a? #o, NIEZ&QE& :a. .wr.cwagv? yes, 4=definitely yes ]
If you could start over again, would you go to FY 3.30 w¥ -23 3.22
C . SAMECOLL
the same institution you are now attending? . i 3.26 * -17 3.17

“ep<05 **p<O] ***p<00] (2-tailed),
® Bifect size = mean difference divided by comparison group standard deviation.
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Introduction

The National Survey of Student Engagement (NSSE) annually assesses the extent to which undergraduate
students are involved in educational practices empirically linked to high levels of learning and development. In an
effort to make it casier for people on and off campus to falk productively about student engagement and its
importance to student learning, collegiate quality, and institutional improvement, NSSE created five clusters or
benchmarks of effective educational practice:

(1) Level of academic challenge

(2) Active and collaborative learning
(3} Student-faculty interactions

(4) Enriching educational experiences
(5) Supportive campus environment,

The benchmarks are made up of groups of items on the survey and are expressed in 100-point scales. Each year,
NSSE calculates benchmark scores to monitor performance at the institutional, sector, and national level. This year's
analysis is based on approximately 185,000 randomly selected students at 649 four-year colleges and universities that
participated in 2001, 2002, and 2003, The students represent a broad cross-section of first-year and senior students
from every region of the country. The institutions are similar in most respects to the universe of four-year schools.
More detailed information about the benchmarks can be found in the annual report that accompanies this mailing and
on the NSSE website at www.iub.edu/~nsse.

Benchmark Report

The Benchmark Report presents your institution’s benchmark scores and compares them to schools in your
Camegie Classification, and the NSSE national norms. In addition, it provides sumrnary statistics, a decile chart that
gauges your institution’s performance compared with other schools, and your Institutional Engagement Index. This
index represents the degree to which your students do more or less than expected in terms of their engagement in the
five arcas of effective educational practice after adjusting for the types of students that attend your school and various
institutional characteristics.

NSSE and the benchmarks of effective educational practice provide an instructive way to look at and talk about
teaching and learning. Thus, they are intended to help stimulate conversations on campus and help determine
whether student behavior and-institutional practices are headed in the right direction.

Level of Academic Chaﬂenge

Level of Academic Challenge
. Survey [tems;
Challenging 100 Y .
intellectual and .| Preparing for class (stt.demg, reading, writing, rehearsing,
. i ete. related to academic program)
creative work 18
Number of assigned texthooks, books, or beok-length
central to StdudEIlt 75 packs of course readings
learning an :

. g . w Number of written papers or reports of 20 pages or more;
coHeglate quallty. g number of written papers or reports of between 5 and 19
Colleges and » pages; and nwmber of written papers or reports of fewer

. s 4

universities 5 50 than § pages
promote high .(_i C;urs:[work emp.hasizing ﬂ.':nalysis of the basic elements

5 of an idea, expericnce or theo
levels of student = €4 Cxperience ar feory
achievement by 'Cou:sc?work en:]phasizing sy:nthesis. and crganizing of

.. ideas, information, or experiences into new, more
emphasnzmg the 2 5 — complex interpretations and relationships
lmporta.nce of Coursework cmphasizing the making of judgments about
academic effort the value of information, arguments, or methods
and setting hlgh : Coursework ernphasizing application of theories or
expectations for 0 concepls to practical problems or in new situations
First-Year Senior

student o . Working harder than you thought you could to mest an
performance. Skidmore 55.5 63.8 instructor's standards or expectations

Bac-LLA 57.9 61.1 Campus environment emphasizing time studying and on

| | academic work
ationat 53.9 573
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Students learn
more when they
are intensely
involved in their
education and
asked to think
about what they
are leamiﬁg in
different settings.
Collaborating with
others in solving
problems or
mastering difficult
material prepares
students for the
messy, unscripted
problems they will
encounter daily
during and after
college.

100
75
&
o
&
+
z 50
5
5
faa]
25
0 :
First-Year
Oskidmore 41,0
BRac-L.A 44.2
BNational 418

Acfive and Collaborative Learning
Survey Items:

Asked questions in ¢lass or contributed to class
discussions

Made a ¢lass presentation
Worked with other students on projects during class

‘Worked with classmates outside of class to prepare class
assigrments

Tutored or taught other students

Participated in a comﬁmity-hascd project as part of a
regular course

Discussed ideas from your readings or classes with
others cutside of class (stadents, family members, co-
workers, efc.)

Student-Faculty Interaction

Students learn
firsthand how
experts think
about and solve
practical problems
by interacting with
faculty members
inside and outside
the classroom. As
a result, their
teachers become
role models,
mentors, and
guides for
continuous, life-
long learning.

100
75
g
. A
]
=50
£
)
25
0 . .
First-Year Senior
I:'Skidlj'u')re 373 5L.8
“Bac-LA 0.4 51.5
]National 372 442

Student-Faculty Interaction
Survey Items:

Discussed prades or assignments with an instructor

Talked about career plans with a faculty member or
advisor :

Discussed ideas from your readings or classes with
faculty members outside of class

Worked with faculty members on ‘activities other than
coursework (committees, orientation, student-life
activities, ete.)

Received prompt feedback from faculty on jour
academic performance (written or oral)

Worked or planned to work with a faculty memberon a
research project outside of course or program
Tequirements
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Enriching Educational Experiences

Enriching Educational Experiences

Complemeutmy 1 00 - Survey Items:

tearning Participating in co-curricular activities (organizations,

opportunities in and publicaticns, student governument, sports, cic.}

out of class augment o . . .

academic programs. 7 5 g:s:;z:::'ll, ;ns:e;sml:::; field experience, co-op experience,

Diversity ”

experiences teach % Community service or volunteer wark

students valuable = -

things about g 5 0 ] Foreign language coursework and study abroad

themselves and T’é Independens study or self-dasigned major

others. Technology 2

facilitates Culminating senier experience (comprehensive exam,

coltaboration ' 25 capstone course, thesis, project, etc.)

E:etweeu peers and Serious conversations with students of different religious

instructors. beliefs, political opinions, or personal values

Internships,

community service, Scn't‘:u_s conversations with students of a different race or

and senior capstone 0 First-Year Senior thaiclly

courses provide ’ Using electronic technology to discuss or complete an

opportunities to BOskidmore 65.3 58.7 assignment

:::egrate and apply DBac-LA 65.7 7.3 Campus environment encouraging contact among
owledge. Bational 57.9 49.1 students from different economic, social, and racial or

ethnic backgrounds

Supportive Campus Environment

Supportive Campus Envireoment

Students perform 100 - Survey ltems:
better and are Campus environment provides the suppert you need to
more satisfied at help you succeed academically
COlIEgES that are 7 5 Campus env:ronment helps you cope with your non-
committed to their . . |academic responsibilitics (work, family, etc)
L
2
succ:'ess and . 2 Campus environment provides the support you need 1o
cultivate positive % thrive socially
working and social g 50
relations among E Quality of relationships with other students
5
different groups 5 Quality of relationships with faculty members
OI carmpus. . G
Quality of relationships with administrative personnel and
25 offices '
0 . .
First-Year Senior
0. .
Skidmore 61.3 62.0
“Bac-La 65.6 62.6
" National Gl.8 ) 58.8
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- - First-Year R C
Comparison Group Statistics
Skidmore -
Benchmark Benchmark Score Bac-LA National
Benchmark Score 579 . 539
Level of Academic 55.5 Score Differance -2.5 1.6
Challenge ' Standerd Deviation 4.1 42
Standard Score -0.6 0.4
. Benchmark Score 442 41.8
Learning Standerd Deviation 3.8 4.8
Standard Score -0.8 -0.2
Benchmask Score 42.4 37.2
Student—Faculty 373 Score Difference -5.1 0.1
Interaction ’ Standard Deviation 54 57
Standard Scare -1.0 0.0
Enriching Benchmark Score 65.7 577
Educational 65.3 Soore Diesence 04 76
Experien ces Standard Deviation 6.8 73
Standard Score -0.1 1.0
Benchmark Score 65.6 61.8
Supportive Campus 613 Store Difference -4.3 0.5
Environment ’ Standard Deviation 4.5 53
Standard Score -1.0 -0.1
Wurnber of Institutions 117 646
%o 7. Senior’
. Comparison Group Stafistics
Skidmore R
Benchmark Benchmark Score Bac-LA National
) Benchmark Score 61.1 57.3
Level of Academic 63.8 Seore Difference 2.7 6.5
Challenge ) Standard Deviation 3.3 3.9
Standard Scare 0.7 1.7
Active and Benchmark Score 51.8 50.1
Collaborative 51.2 Score Difference -0.7 1.1
Learning Smndacd Deviation 3.7 43
Standard Scare -0.2 0.2
Benchmark Score -51.5 442
Student-Faculty 518 Score Difference 0.3 7.6
Interaction ’ Standard Devistion 6.2 6.8
Standard Score 0.0 1.1
Enriching Benchmak Score 57.3 49.1
Educational 58.7 Score Difference 1.4° 2.6
Experiences Standard Deviation 7.1 13
Standard Score 0.2 1.3
Benchmark Score 62.6 58.8
Supportive Campus 62.0 Ssore Difference -0.6 3.2
Environment ) Standard Devistion 4.1 5.7
Standard Score -0.2 0.6
Number of Institutions 118 648

2003 Institutional Benchmark Report

Skidmore College

Explanation of Statistics

Benchmark Score: The weighted arithmetic
average (mean) of the corresponding survey
items, calculated by dividing the sum of values
for each item by the total number of students
responding to that item. Each benchmark was
put on a 100-point scale. Comparison group
benchimark scores are the average of all
institutional benchmark scores within the group.

Score Difference: The result of subtracting the
comparison group score (Camegie Classification
or national} from your institution’s score on
each benchmark.

Standard Deviation: The average amount each
institution's benchmark score deviates from the
mean of all benchmark scores in the comparison
group. The greater the dispersion of scores the
larger the standard deviation.

Standard Score {(S8): In statistical terms, this
is a z score, the standardized magnitude of the
difference between your school’s benchmark
score and the mean of the comparison group. It
is calculated by dividing the score difference by
the standard deviation of the distribution of
scores for the compatison group.

Assuming the group means are normally
distributed, a S8 of 0.5 refers to a benchmark
score that is greater than 69% of all comparison
group schools, and 1.0 is greater than 84%.
Likewise, a negative SS of -0.5 corresponds to a
score that is better than 31% of the comparision
aroup, and a -1.0 corresponds to an institution
score better than only 16% of the comparison
group. A S8 of zero indicates that the
institution and cornparison group benchmark
scores are equal, and that the institution's score
is higher than roughly 50% of the other schools
in the group. These values are illustrated in the
table and chart at the bottom of page 8 of this
repost,

Also note the sign of the S, A positive sign
means thiat your institution’s score was greater
than the comparison group average, thus
showing an affimative result for the institution.
A negative sign indicates the institution lags
behind, suggesting that the student behavior or
institutional practice represented by the
benchmark may warrant attention.
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2003 National Benchmark Deciles
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These tables present the range of institutional scores by decile for the five benchmarks of effective educational practice for both first-
year and senior students. Deciles are percentile scores that divide the range of benchmark scores into ten equal groups. A percentile is the
point in a distribution at or below which a given percentage of institutional benchmark scores fall. For example, the 60th percentile
represents the point at or below which 60 percent of the institutional benchmark scores fall for the respective comparison group. Deciles
are listed for both the NSSE national results and for each of the Camegie Classifications. To help you gauge your institution's
performance relative to the comparison groups, the shaded areas on the national and Carnegie Classification tables indicate the deciles
that are less than or equal to your benchmark score. For example, if your benchmark score on Academic Challenge for first-year students
is 56.1, then your institution falls within the 70th and 80th percentile range on the national table, and between the 80th and 90th

percentiles on the Doc-Extensive table.

First-Year Senior
National 70% 80% 90% 100% 0% 10% 20% 30% 40% 50% 60% 0% 80% 90% 100%
Level of Academic Challenge ;559 574 597 682 a3 : 15600 568 5 740
Active and Collaborative Learning' 440 458 479 508 555 658
Studeni-Faculty Interaction 415 443 740 535 69.8
Enriching Educational Experiences § 67.3 803 59.0 75.3
Supportive Campus Envirenment 616 63.0 6435 664 68.8 854 662 764
Doc-Extensive 0% 10%. 20% 30% 40% S50% 60% 70% 80% 90% 100% 0% 10% 20% 30% 40% 50% 60% 70% B0% 90% 100%
Level of Academic Challenge 47.0 48.5 495 500 50.6 514 525 536 552 570 621 505 324 532 353.8 548 549 553 566 57.0 500 615
Active and Collahorative Leamning 33,1 34,7 353 361 3701 37.6 381 307 40.5 41.8 47.01 303 428" 43.7 448 45.5 462 467 474 483 495 557
Student-Faculty Tnteraction 287 305 319 324 329 335 340 352 360 378 442 308 362 31 379 385 39.0 406 417 434 444 497
Bariching Educational Expericaces 47.9 S1.7 532 51.6 563 57.6 S8 50.6 60.8 63.6 71.0 30.0 426 444 452 46.0 467 47.6 493 519 542 576
Supportive Campus Environment 500 53.8 550 565 57.5 582 587 50.5 604 61.1 723 449 485 501 512 522 534 541 553 567 581 69.1
Doc-Intensive 0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100% 0% 10% 20% 30% 40% 50% 60% T0% 80% 90% 100%
Level of Academic Challenge 46,0 485 502 51.0 51.8 528 534 540 355 3571 602 3509 324 536 542 347 552 561 57.0 58.0 589 596
Active and Collaborative Leaming 314 34.6 355 37.5 382 394 40.5 419 440 47.7 540 300 434 448 456 465 47.8 48.5 49.6 S1.0 528 612
Student-Faculty Interaction 27.1 293 310-324 336 353 360 372 394 412 464 305 345 359 370 385 414 427 434 445 473 508
Enriching Educational Experiences 453 48.8 50.1 512 529 556 574 50.6 60.7 645 682 383 404 414 423 436 448 459 479 517 555 656
Supportive Campus Environment 493 52.2 553 56.6 57.5 585 50.1 61.2 61.8 623 673 456 4B.8 514 52.6 53.6 552 55.6 568 577 60.8 656
Master's I & il 0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100% 0% 10% 20% 30% 40% S0% 60% T0% BO% S0% 100%
Level of Academic Challenge 452 483 497 504 515 524 532 548 558 574 644 485 526 537 549 556 562 569 577 59.0 607 654
Active and Collaborative Losming 30,5 35,5 37.1 388 40.0 41.0 41.8 435 447 46.5 545 387 458 473 482 492 500 50.8 519 533 546 63.9
Stadent-Faculty Interaction 231 30.0 316 332 344 354 366 3717 397 41.6 S0.0 281 354 3TS 393 409 422 435 454 472 496 s7.1
Enriching Bducationa Experiences  40.5 47.6 49.7 51.8 532 550 570 58.9 60.9 63.4 714 305 399 414 426 445 457 473 494 519 547 64.0 -
Supportive Campus Environment 45,6 550 569 586 59.7 612 626 63.8 653 67.5 73.7 44.8 522 543 S5.8 574 S87 509 613 627 648 718
Bac-Liberal Arts 0% 10% 320% 30% 40% 350% 60% 70% 80% $0% 100% 0% 10% 20% 30% 40% 50% 6D%  70% 30% 90% 100%
Level of Academic Challenge 555.7 569 580 585 602 621 63.2 682 664 723
Active and Collaborative Leamning 43.7 447 461 47.1‘ 49.1 553 569 62,0
Student-Faculty Interaction 41.7 434 450 471 48.6 595 389 662
Enriching Educational Experiences {4 3 655 679 69.4 723 741 803 61.2 753
Supportive Campus Environment | U597 615 610 646 655 667 682 69.5 713 788 67.1 725
Bac-General Cnlleges 0% 10% 20% 30% 40% 350% 60% 70% R0% 90% 100% 0% 16% 20% 30% 40% 350% 60% 70% 80% B0% f00%
Level of Academic Challenge 446 494 S12 525 534 S37 549 556 S64 5T.6 618 485 SL4 548 558 565 573 582 590 60.2 620 740
Activeand Collaborative Leaming 3410 36.7 39.8 40.0 423 434 444 458 474 504 559 420 467 483 492 500 50.3.517 542 559 587 658
Student-Faculty Interaction 27.2 31.8 32.8 347 359 370 386 396 421 447 565 325 366 393 415 445 455 46.9 488 494 523 69.8
Enﬁchingﬁducationalﬁxpeﬁences 422 446 505 53.7 363 57.6 58.7 603 61.7 64,3 710 325 401 426 453 465 490 515 526 548 389 64.8
Supportive Campus Enviconment 491 563 60.9 62.0 63.5 646 65.5 670 687 70.0 73.9 487 545 565 581 59.6 60.7 63.6 648 668 700 739
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This report represents the degree to which your students engage more or less than expected in the five areas of
effective educational practice described in the NSSE 2003 Annual Report. The scores are statistically adjusted for the
types of students that attend your school and other institutional characteristics.! Thus, the Institutional Engagement
Index provides an alternative way to view institutional performance.

The report answers three main questions:

1) If your actual benchmark scores were statistically adjusted for the types of students at your school and other
institutional characteristics, what would happen to your benchmark scores?

2) Is your institution doing better or worse than expected given your student and institutional characteristics?

3) How does the difference between your actual and predicted benchmark scores compare to other NSSE
colleges and universities?

First-Year . Senior
Benchmark L fwat? prediced’ Resitual 0t pctuat?  preired? Resitnal P
Level of Acadernic Challenge 55.5 59.3 -39 -1.4 63.6 61.2 24 0.9
Active and Collaborative Learning 41.0 44.6 -3.6 -10 51.2 50.6 0.6 0.2
Student-Faculty Interaction 37.3 421 -4.8 -1.2 51.8 50.3 1.5 0.4
Enriching Educational Experiences 65.3 68.5 -3.2 -0.8 58.7 57.4 1.3 0.3
Supportive Campus Environment 61.3 66.5 -5.3 -1.4 62.0 61.4 0.6 0.1

The first column “Actual™ highlights your institution’s first-year and senior actual benchmark scores, which
corresponczl to the numbers reported in the Institutional Benchmark Report, with the exception of Level of Academic
Challenge”.

The second column “Predicted” represents what your students are predicted or expected to do across this range of
" important activities, given their background characteristics and selected institutional information.?

The third column “Residual” is the difference between the actual and predicted scores. A positive score indicates
that students are more engaged in the respective educational practice (and likely benefiting more) than expected. A
negative score indicates that students are doing less than expected in these areas of effective educational practice.

The last column is a standardized residual (SR), an estimate of the degree to which your institution exceeded or fell
short of its predicted score on each benchmark relative to all other NSSE institutions. It expresses the residual score
in standard deviation units. When your school’s actual benchmark score is equal to the predicted score both the
residual score and the SR are equal to zero. A large, positive SR indicates that your school exceeded its predicted
score by a larger margin than most other schools.*

The chart below highlights the value of your institution’s standardized residuals for each benchmark.
Standardized Residuals

[QFirst-Year
3.0
Senior
2.0
=
— I L —

1.0 —+ e -
-2.0
3.0

Level of Active & Student- Enriching Supportive

Academic Collaborative Faculty Educational - Campus

Challenge Learning Interaction Experiences Environment
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Notes to NSSE 2003 Institutional Engagement Index

The information in these notes will help in understanding the Institutional Engagement Index.

! Supporting materials related to the Institutional Engagement Index, including the adjusted R? and regression
coefficients, are available on NSSE’s website at www.iub.edu/~nsse.

The aciual score for Level of Academic Challenge reported here may differ somewhat from what is reported on
previous pages in the Benchmark Report. The score in the Benchmark Report includes an enroliment status
adjustment. This adjustment was not included here because enrollment status is included in the regression model
to create the predicted scores for the Institutional Engagement Index.

The following student and institutional characteristics were included in an ordinary least squares regression model
to produce the predicted benchmark scores: (a) public/private institutional control, (b) admissions selectivity rating
from Barron’s Profiles of American Colleges, (c) Carnegie Classification (d} undergraduate enrollment, (e) level of
urbanization, (f} proportion full-time, (g) proportion female, (h) proportion of different races/ethnicities, (i)
proportion of different student-reported major fields, () mean student-reported age and, (k) proportion of students
reporting on-campus residence. Unless noted otherwise, institutional and student characteristics were obtained
from IPEDS data, the most complete database available. These student and institutional characteristics were
included in the regression model since they are not easily changed.

Statistically speaking, the standardized residual is known as the studentized deleted residual or externally
studentized residual. To understand how your institution’s residuals compare to other NSSE institutions, refer to
the table and chart below that applies to both the benchmark standard scores (page 5) and the standardized residual
scores.

Understanding Standard Scores

A standard score of 1.0 indicates a score that is greater than approximately 84 percent of all institutions’ scores; a standard
score of .5 indicates the score is greater than about 69 percent of all institutions’ scores. In contrast, a negative standard
score of -.5 indicates the score exceeds about 31 percent of all NSSE institutions, and a standard score of -1.0 indicates the
score is greater than only 16 percent of the scores of all other NSSE institutions.

. . Percent of Schools At or Below a
A Standard ...mt.ilcates a score that Particular Standard Score
Score of... is greater than 100%
‘ approximately ____ %
of NSSE schools 50%
-2.5 1% :
-2.0 2%
-1.5 7% 60%
-1.0 16%
-0.5 31% 40%
0.0 50%
0.5 . 69% 20%
1.0 84%
1.5 93% 0% -
2.0 98% -2.5 -2 -1.5 -1 -0.5 0. 0.5 1 1.5 2 2.5
2.5 99% ] Standard Score

Skidmore Coliege IPEDS: 195526
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