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JOHN N. GARDNER

Biographical Sketch

John N. Gardner is currently Executive Director of the Policy Center on the First Year of
College (a center he founded in 1999) and Distinguished Professor of Educational
Leadership at Brevard College. From 1986 to 1999 Gardner was Executive Director of
the National Resource Center for the First Year Experience and Students in Transition,
which he founded at the University of South Carolina and in which he is now a Senior
Fellow. At USC he served in various faculty and administrative positions from 1967 to
the present, including Distinguished Professor of Library and Information Science. He
was on the faculty of Winthrop College from 1968 to 1970. Gardner is best known for
his pioneering, influential work on what he calls “the freshman experience.” The topic
has assumed great importance as access to higher education has expanded and as students
with mixed academic preparation, many of whom are first-generation and many minority
students, transition into colleges and universities. Gardner received his B.A. in Social
Sciences from Marietta College in 1965 and his M.A. in American Studies from Purdue
University in 1966. He has received seven Honorary Doctorates and numerous awards
for his influential work on the first year experience. He has served on numerous boards,
including the Board of Directors for AAHE and advisory boards for ACE and AAC&U.
In 1998 he was named as one of the “top ten professionals who have most influenced
student affairs practitioners.” Also in 1998, a study in the Chronicle of Higher Education
named him as one of eighty “past, present, and future leaders of higher education” and as
one of eleven “agenda-setters.” Gardner has been a consultant to more than 400 colleges
and universities in six nations. He is the author of numerous monographs, textbooks, and
articles.




INFORMATION PACKET FOR
JOHN GARDNER

Introductory Comments

by Brian L. Foster
May 28, 2002

The attached information packet is submitted in support of my nomination of John
Gardner for the Brock International Prize in Education. In this brief essay, 1 would like
to lay out the rationale for the nomination, particularly the importance of what John
Gardner has done. The attached materials provide detailed information on John’s
accomplishments,

It seems to me that the most important observation that can be made about higher
education today is that it serves an altogether different population than it was designed to
serve. Several years ago I was deeply struck by a conversation I had with Dan Fallon, a
past provost at the University of Maryland and now head of the Education Programs at
the Carnegie Corporation, Dan argued that at least some post-secondary education is
now a reality for a majority of Americans, and higher education is becoming an
entitlement, much as did secondary education early in the twentieth century.

The implications of Dan’s observation are profound. No longer can higher
education be conceived as the road to leadership in our society; it is increasingly the
prerequisite for a good life. We have seen dramatic credential inflation with, for
example, numerous retail positions that formerly required at most secondary education
now requiring a degree—or, if not requiring a degree, recognizing a strong competitive
advantage for applicants who do have degrees over those who don’t. The
credentialgeleff_cla@yahoo.com inflation is seen over the entire spectrum of higher
education, including masters and doctoral levels. More than ten years ago, a study of
“professional masters degrees” identified more than 600 distinct professional masters
degrees—not majors, but distinct degrees—including such unlikely areas as a Master of
Physical Education and a Master of Applied Anthropology. The Ph.D. also has been
impacted in important ways, even to the extent that in many disciplines it has become an
intermediate degree much like the master’s degree was a few decades ago; the real
terminal credential in such fields is now a “good” post-doctoral experience. This
difference has now fed back on the nature of Ph.D. training; for example, about fifteen
years ago, a study of the dissertation by the Council of Graduate Schools showed no
agreement at leading graduate schools that the dissertation should be an original
contribution to knowledge.

It is important to keep our attention on the implications of these facts for the way
higher education is delivered today and, at least as important, for the ways we prepare
secondary students for higher education. Our higher education system was designed




a good sense of what “college” is all about. They are taught by a faculty that was
prepared to work with the well-off white guys—a faculty who generally teach the way
they were taught. Since World War II, preparation of faculty has been done almost
entirely in research universities, where graduate students are socialized to see research as
the highest career for which an academic can aspire. Indeed, graduate students are
generally given to understand that virtually anything else one might do is a failure. In
research universities themselves, teaching often is a stigmatized activity afflicted on those
who are not “research active,” This is a remarkable way to prepare faculty at a time
when approximately 95% of faculty positions in post-secondary education are not in
research universities. The two-year sector has grown greatly; one of the pieces in your
packet indicates that over 50% of students in post-secondary education begin in
community colleges. The for-profit sector is growing. Many undergraduate students
work more than 30 hours per week and/or have families, significant elder care
responsibilities, and so on. A very large number are first-generation students.

It would be hard to overestimate the importance of the large number of first-
generation students. [ say this having been a first-generation student myself. In general,
such students have little or no understanding of what it means to go to college. We in
higher education tend not to be of much help. When we talk to them and their parents,
we tend to talk past them in a language that might as well be Greek. Many don’t know
what a degree is, a major, general education, credit hours, and so on. Many know little or
nothing about how students register or how they put their programs together. They have
little sense that there is more to a good college education than going to class and maybe
doing “home work.” Often their orientation is entirely vocational. 1 remember a
presentation by a Utah legislator some years ago when I was a graduate dean. He said to
the audience of graduate deans that they disastrously overestimated how much his
constituents know about higher education. For instance, he said, most think graduate
education is remedial, since most students complete college in four years, and graduate
students take longer!

One final point about this population: many students are minority students, with
significantly different cultural traditions than those well-off white students for whom our
system was invented. It is hard enough for white, Midwestern, first-generation students
like me to understand the context of “going to college.” Imagine not knowing much
about college—and, not having aspirations that include high incomes, prestige
professions, living in fancy neighborhoods. Imagine coming from a community in which
life gets its meaning from human relationships, from community and family, from
church. From this perspective imagine sending a child off to college, knowing that the
experience will change him or her dramatically, may lead to the child’s leaving the
community permanently, living far away with few opportunities to come home, and
living in a place and a way that precludes exercising family and community
responsibilities. For such students and their families, the university is not a place of
opportunity and promise so much as a place that destroys families and communities. In
fact we have a system that pretty much requires, say, Hispanic students to become
Gringos to succeed.




The point of all of this is, of course, that we are facing a very different kind of
college student population than the one the system was invented for. It is in this
environment that I find John Gardner’s work to be not just important, but essential for the
future success of higher education. John’s and others’ research indicates that these “new”
students’ success depends on the way they transition from secondary school into college
or university studies. John calls this the “freshman experience.” I like to think of this
experience as a very pale imitation of the kind of preparation—call it “privilege”—that
the well-off, northeastern, white students had naturally. It’s a running start on going to
college—on appropriate aspirations, on how to prepare academically, how to study, how
to pay for higher education. The Gardner kind of freshman year is a leveling period; it
evens the playing field, giving students some of the tools that others were born and raised
with. In all of these and many other areas, John has not just thought about and advocated
measures for student success. His programs have shown dramatic achievements in
engaging faculty and administrators in rethinking this all-important transition.

From this perspective, the materials in the information packet speak for
themselves, giving detailed information on the astonishing number of students, faculty,
and administrators who have been impacted by John Gardner’s programs. The contents
of the packet are as follows.

1. A brief bio on John Gardner.

2. A very recent article published by the Association of Governing Boards and sent
to some 35,000 trustees; the title is “Focusing on the First-Year Student.”

3. Anarticle from a monograph entitled The Community College: Opportunity and
Access for America’s First Year Students, Joseph N. Hankin, editor, National

Resource Center, Columbia, 1996. The article is entitled “The Freshman
Experience: A Philosophy for Higher Education in the New Millennium.”

4. A short piece about first-generation students, from About Campus, 1996. The
title is “Helping America’s First-Generation College Students.”

3. Anarticle on a newer initiative of John Gardner’s, on the senior year
experience. This is a 1999 article from About Campus, entitled “The Senior
Year Experience.”

6. A short piece on John Gardner’s educational philosophy, written in 2001,

7. A short piece in which John expresses his sentiments looking back over his
highly successful career. In 1999 John Gardner “retired” from the University of
South Carolina, becoming immediately a Senior Fellow in the National
Resource Center for the First Year Experience and Students in Transition, which
he founded in 1986.




8. A short list of “Empirical Measures of the Impact of the Work of John N.
Gardner”, along with a list of the more than 100 conferences on his work, 1
asked John to prepare a concise summary of outcomes to give a sense of the
impact of his work,

9. Finally, a copy of John Gardner’s Curriculum Vitae is attached.



NOMINATION FOR BROCK AWARD

John W. Gardner
Center for the First Year Experience

Perhaps the most compelling fact about K-16 education today is the dramatic
increase in the proportion of the total population that has at least some post-secondary
education. Higher education is rapidly becoming an entitlement, a change that entails
changes in credentialing, in admissions practice, in thinking about student success. It is
also bringing into our colleges and universities a very large proportion of first-generation
students--students from populations with little experience in higher education.

The transition from secondary to postsecondary education has become critically
important as this new era of entitlement is realized. Students who are economically
disadvantaged, are first generation students, are from cultures that do not adapt easily to
American higher education, and who have highly variable dcademic preparation are now
coming together in our freshman classes, John Gardner has focused the attention of
higher education on the freshman experience—on its importance for academic success
and on how colleges and universities can provide a productive freshman experience.

The Center for the Freshman Experience, founded by John Gardner, has produced
an impressive array of influential conferences, monographs, newsletters, and other
resources for people in higher education. Gardner has been honored in many ways and
many times for these important contributions. He is a strong candidate for the Brock
prize for work that has brought fundamental changes to thinking about the transition from
secondary to higher education, a critical topic in today’s environment.
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John N. Gardner, 55, is Senior Fellow of the National Resource Center for The First-Year Experience

and Students in Transition and Distinguished Professor Emeritus of Library and Information Science.
Retired after 32 1/2 years of service to the people of South Carolina, effective July 1, 1999, John has
been and is an educator, university professor, and administrator, author, editor, public speaker,
consultant, change agent, student retention specialist, freshman advocate, initiator, and scholar of the
American freshman and senior year reform movements; he resides in Lexington, South Carolina.

John Gardner previously served as Executive Director of University 101, the nationally acclaimed and
widely replicated freshman seminar program and the National Resource Center for The First-Year
Experience and Students in Transition. University 101 was initiated in 1972 and was directed by
Gardner from 1974-1999. The center, founded by Gardner in 1986, organizes the popular and influential
Conferences on The Freshman Year Experience, Students in Transition, and also disseminates
information through an extensive series of scholarly publications, videos, national and international
conferences, workshops, seminars, and teleconferences.

Gardner began his faculty career at USC Columbia in 1970 and taught courses in American and South
Carolina history, interpersonal communications for librarians, public speaking, higher education
administration, and other special topics. He regularly taught the freshman seminar, University 101, and a
graduate course he developed for the College of Education on "The Freshman Year Experience." Most
recently, he developed and taught University 401, Senior Capstone Experience (as a sequel to University
101, only for departing students).

Gardner is the recipient of numerous local and national professional awards including USC's highest

award for teaching excellence, the AMOCO Award for Outstanding Teaching (1975), and the Division
of Student Affairs Faculty Award "for outstanding contributions..." (1976). The University of South
Carolina Alumni Association conferred upon him its highest award for a non-alum, the "Honorary Life
Membership," for "devoted service in behalf of the University” in 1997. He was also named the 1998
recipient of the University's Administrative Affirmative Action Award "for an outstanding job in
promoting equal opportunities at the University." In 1999, the University of South Carolina's
Department of Housing established the John N. Gardner Inspirational Faculty Award in order to
"acknowledge contributions to enhance living and learning communities at the University of South
Carolina."

Gardner is the recipient of four honorary doctoral degrees recognizing him for his contributions to

American higher education (from his alma mater, Marietta College, 1985, Baldwin-Wallace College,
1990, Bridgewater State College, 1991, and Millikin University, 1999). In 1986 he was selected by the
American Association for Higher Education as one of 20 faculty in the U. S. who "...have made
outstanding leadership contributions to their institutions and/or American higher education.” In 1996 he
was recognized by the Council on Independent Colleges with its Academic Leadership Award "for
exemplary contributions to American higher education."

05/29/2002 10:02 Al




20of3

He has served on the Board of Directors for AAHE and currently serves on boards of trustees for

Marietta College and the International Partnership for Service Learning. In addition he currently SEIves
on the College Advisory Board for special projects of The New York Times. He also has prior service on
special advisory boards for the American Council on Education, and the Association of American
Colleges and Universities. Gardner's work has been favorably reviewed in The Chronicle of Higher
Education, The New York Times, The Times of London, U.S. News and World Report, Money Magazine,
and numerous other publications.

Inthes anuary 1998 issue of Change, Gardner was cited in an article naming approximately 80 people as
the "past, present, and future leaders of higher education.” The authors of this study drew on the results
of 11,000 questionnaires to name the leaders whom The Chronicle of Higher Education dubbed "the
moves and shakers.” Gardner was included in a special category of eleven so called "agenda-setters."

Also, in 1998 Gardner was named as one of the "top ten professionals who have most influenced

student affairs practitioners.” This was based on a random sample of practitioners throughout the country
as part of a study entitled "The Professional Influence Project" sponsored by the National Association of
Student Personnel Administrators (NASPA) Foundation and conducted by the University of Georgia.

(Gardner is best known as the initiator (in 1982) of an international reform movement in higher
cducation to call attention to and improve what he has coined "The Freshman Year Experience.”
Moreover, since 1990 he has developed a special focus on a second critical transition during the college
years to improve and champion: "The Senior Year Experience." In 1995, he renamed the center he
founded at USC to the Nationa) Center for The First-Year Experience and Students in Transition, to
signify a broader and more generic focus on the need for institutions to focus more intentionally on
"students in transition."

(Gardner's special area of expertise in higher education is the creation of programs to enhance the ‘
leamning, success, retention, and graduation of students in transition, especially first-year students for |
example through first-year seminar courses. He has served as a workshop leader or trainer in hundreds of
faculty development events and has spoken on/consulted with approximately 400 campuses in the U. S.,
Puerto Rico, Canada, United Kingdom, Republic of Ireland, Denmark, and Norway on issues related to
first year and senior students.

Gardner has authored/co-authored numerous articles and books including: College is Only the
Beginning (1985 and 1989); Step by Step to College Success (1987); Your College Experience (1992,
1993, 1995, 1996, 1997, 1998, 2000, and 2001 in press) with A. Jerome Jewler; with M. Lee Upcraft,
The Freshman Year Experience (1989); Ready for The Real World (1994) with William Hartel and
Associates; and The Senior Year Experience (1997) with Gretchen Van der Veer.

In his new capacity with the National Resource Center for The First-Year Experience and Students in

Transition since July 1, 1999, as Senior Feliow, John will continue to provide advice, counsel, and
intellectual leadership and vision as called upon by his cherished colleagues at the center. He will be
actively involved in hosting and presenting at center conferences, seminars, workshops, and
teleconferences. He will also be actively involved, as always, in the center's scholarship and research
activities as in our monograph series and our new national survey research on the status of senior
capstone courses. One of the last innovations he contributed to the University of South Carolina before
his retirement was the creation of University 401, Senior Capstone Experience seminar, to which he will
continue to contribute by helping faculty develop their new seminar content. From his new home in
Brevard, North Carolina, he will continue his national crusades on behalf of the first and senior year
experiences and work collaboratively on joint projects with the center.

Click here to return to the About the Staff Page
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$ ¢ < < < A membership service of the Association of Governing Boards to help
trustees and chief executives identify and address strategic policy issues,

Focusing on the
First-Year Student

BY JOHN N.

WITH MICHAEL J.

GARDNER

SIEGEL

AND MARC CUTRIGHT

The well-being of first-year
students directly affects your
institution’s ability to achieve

its academic mission and

maintain fiscal vitality.

HE FIRST YEAR OF COLLEGE is one of life's

most crucial and memorable transitions. The

degree to which students achieve success
navigating this watershed year exerts an enor-
mous influence on their academic progress,
career pursuits, and social endeavors, What hap-
pens to first-year students on campus also direct-
ly affects an institution’s fiscal vitality and its
ability to achieve its primary academic mission.

Yet rarely do boards of
trustees commit significant
time, energy, or interest to
systematically investigat-
ing how the first year is
designed and implement-
ed—and to what ends—on
their campuses. This seem-
ing indifference persists
despite the fact that nearly
half of the 90 percent of
freshmen who say they expect to graduate from
college emerge from high school without hav-
ing taken the college preparatory courses most
likely to enable them to do so, according to a
recent report by the National Commission on
the High School Senior Year.

As a trustee of Marietta College in Ohio
(where, by the way, I had a miserable first year),
[ am aware of the myriad issues that compete for
trustee attention: recruiting top faculty; main-
taining competitive sports programs, facilities,
and student services; and raising funds to help
the institution keep pace with changes in tech-
nology, to name a few. But among all these “first
priorities,” the inaugural experience of our stu-
dents merits particular scrutiny and attention.

This issue of Priorities will explain why. It
examines the problems and issues that affect
the first year and reviews current institutional
efforts to enhance the learning and retention of
first-year students. It also offers a set of sugges-
tions for trustees who seek greater understand-
ing and more active engagement in campus
decisions relating to the first year. At its core,

John N. Gardner is distinguished professor emeritus of
library and information science and senior fellow of the
National Resource Center for the First-Year Experience and
Students in Transition at the University of South Carolina. He
also is executive director of the Policy Center on the First
Year of College, hosted by Brevard College and supported by
the Atlantic Philanthropies and the Pew Charitable Trusts.
Michael ]. Siegel and Marc Cutright are research associates
with the policy center.
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Boards should understand how their institution organizes
and delivers new student orientation, whether
attendance is required, whether it includes
an introduction to academic life,
or whether it is merely
“fun and games.”

this report grows out of my belief that our
efforts as trustees and educators to foster, pro-
mote, and support communication about the
first year of college must be purposeful and
powerful.

My views are based on 32 years of frontline
experience as a faculty member and on my
work since 1981 as the leader of a national and
international reform movement to improve the
first-year experience. 1 have visited hundreds of
campuses and convened thousands of college
and university educators at major conferences
to consider how best to design and deliver a
range of academic experiences that might result
in first-year student achievement, retention,
satisfaction, and ultimately, graduation. The
creativity and commitment of these educators
are extraordinary, and we are making progress.
Yet much remains to be done.

Exploring First-Year Problems. Although the
freshman year is the baptism by fire in the
undergraduate experience, it historically has
commanded little in the way of respect, focus, or
significant resources from higher education offi-
cials. Theodore J. Marchese, the managing direc-
tor of the Academic Search Consultation Service
who is a trustee at Eckerd College in Florida,
speaks of an implicit bargain some institutions
used to strike with first-year students: “Don’t
expect too much of us, and we won't expect too
much of you.” Typically, no single individual or
office was really “in charge” of the first year.
Rather, ownership and responsibility, if present
at all, were diffuse and difficult to identify.
Beginning in the mid-'80s, a number of con-
cerns converged and brought about a greater
willingness on the part of colleges and univer-
sities to assume responsibility for first-year

student learning and retention. By 1995,
according to an American Council on Educa-
tion survey, 82 percent of responding institu-
tions reported a significant focus on the
first-year experience, more than double the per-
centage reported eight years eatlier.

Chief among the concerns driving first-year
initiatives is the alarming attrition rate between
the first and second years. Although the aggre-
gate number of potential students currently is
on the upswing, first-to-second-year attrition.
according to American College Testing (AC
still hovers at 28 percent for public four-yea.
schools and 25 percent at private four-year
schools (and up to 50 percent at open-admis-
sions institutions). This can create severe fiscal
difficulties for institutions that rely primarily on
tuition revenues.

Another hot-button issue surrounding the
first year that has aroused widespread public crit-
icism is the quality of undergraduate education
generally and first-year education in particular.
Complicating the equation is the increasing
influx of college students for whom higher edu-
cation was never expressly designed—among
others, students whose second language is
English, adult students who work, and students
with learning and physical disabilities. (For more
information on the range of experiences that
shape undergraduate life, read “Understanding
Today’s Students in a Changed World,” by
Charles C. Schroeder, Priorities No. 15, Fall 2000.)

When I went to college in the early 1960s,
the typical first-year student was 18 years old,
enrolled full-time, lived in a dorm, did not work
at a job off campus, and was supported finan-
cially by his or her parents. Those days are gonr
and demographically speaking, our studen
will continue to change. A large segment of the

liustrations by Andrew Skwish
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Taking First-Year Efforts

To the ‘Next Level

' nce a first-year program is in place, trustees should
- participate in evaluating progress. Here are some
questions to pose a year or two into the program:

s Have campus administrators and academic leaders been able
to reallocate resources, particularly money, to support first-year

initiatives?

« |s there evidence of durability and consistency? Is there a
reasonable track record to suggest commitment, or have these
been "“flash in the pan” efforts?

+ Has the commitment to first-year success permeated the

institution’s culture and functions? Have faculty taken owner-
ship of these issues?

¢ Has the campus been recognized by professional
groups for its efforts? Have the first-year initiatives earned
external financial support? Is there evidence that particular
programs are considered “best practices” by other
colleges or universities? Have these practices been 5

emulated elsewhere? sl <

s Has the campus gathered information to evaluate P o \
programs and used that information, on a continuous : . \
cycle, to improve efforts and raise goals? .

¢ Have regional or disciplinary accrediting agencies N o ('r .

taken positive note of the campus’s efforts?

e |s there evidence that programs for new students have
influenced innovations in other areas, such as broader cur-
riculum revisions or creation of a transition program for

seniors?

public believes high school students are inade-
quately prepared for postsecondary education,
and many faculty and administrators believe
too many high school students begin coasting
academically once their plans for college are in
place. Despite these concerns, there are few
truly effective partnerships between colleges
and high schools that address the issue of col-
lege preparation and effectively link high
school and college courses.

Why Is the First Year Important? As educa-
tors have focused more intentionally on the
various problems related to the freshman year,
we have increasingly realized that students’
experiences during this critical period lay the
foundation, for better or worse, for the rest of

their college lives. As Frank Borkowski, chan-
cellor of Appalachian State University, observes,
“Our campus efforts to enhance the total com-
mitment to our learning environment all start
with freshmen.”

The first months, weeks, and even days on
campus are the time when students will make
decisions about whether they seriously wish to
pursue higher education and whether a particu-
lar college or university is the best place for
them. During this period, they will experience
increased personal independence, and they will
form study habits and educational commitments

FaLL 2001 ¢ 3
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Case Study

Just off the interstate along
the corridor that separates Chat-
tanooga, Tenn,, and Atlanta lies
Kennesaw State University. Char-
tered in 1963 by the University
System of Georgta, Kennesaw
State started as a junior college
but has grown steadily into a
master’s-level institution, Presi-
dent Betty L. Siegel, now in
her 20th year and the senior
president in the state system,
says: “I feel like I have been
president of four different
institutions. The institution
has changed in name as well as
function over the years, from
Kennesaw Junior College to
Kennesaw College to Kennesaw
State College, and now Kennesaw
State University. There is a great
sense of renewal here.”

It the midst of this change,
and with an unprecedented

enrollment increase—1,219
percent from 1966-2000—one
thing has remained constant: the
institution’s fundamental com-
mitment to student success.

Kennesaw State launched the
“Freshman Year Experience” pro-
gram 18 years ago, the corner-
stone of which is the Freshman
Seminar course, The course is so
popular that some 80 percent of
entering students voluntarily
register for it. This elective is
taught by faculty from various
disciplines, staff, and administra-
tors and is worth three credits.
Designed to introduce students
to the available resources and
programs of the university, it
focuses on time management,
career decisions, and developing
interpersonal relationships with
students and faculty.

The newest aspect of the pro-

Kennesaw State University—
Building a Culture of Student Success

gram, and one that helped garner
the institution a “notable men-
tion” in the September 2001 Time
magazine “Colleges of the Year”
listing, is the Communities for
Learning Success. The communi-
ties are cohorts of 25 entering
students who take a freshman
seminar course concurrently with
a freshman composition course
and one other general education
course.

Board chair Michael Coles,
the founder of the Great Ameri-
can Cookie Co. and the person
for whom Kennesaw’s business
school is named, describes the
work of the coliege as “entre-
preneurial.” Coles explains that
the Freshman Year Experience
program has improved and
expanded over the years to reflect
changes in student demographics
and in the campus itself, “The

{
i

that will persist through their college careers.

Students will have their first encounters
with faculty and will form judgments about
their capabilities, interests, sensitivities, and
accessibility. They will make tentative decisions
about an academic major—decisions that either
may contribute to their success and intellectu-
al involvement or that are unrealistic and
unachievable—and many will change their
major moere than once.

During their first terms of college, students
select friends and informal role models. These
choices are among the most important young
people make during their college experience,
and their decisions will directly affect their suc-
cess and satisfaction, as well as your institution’s
ability to keep them enrolled. They make choic-
es about group affiliation, participation in
sports, and use or abuse of alcohol and drugs.
Traditional-age students also are most likely to
explore romantic relationships and redefine
their relations within their famities,
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Adult students face a different list of aca-
demic and personal issues. Although adults
often are more motivated than 18-year-olds,
they often underestimate their academic abili-
ties and approach first-year classes with anxi-
ety. Most adults also are juggling family and
work responsibilities and face high levels of
personal stress and potential conflict with
employers, spouses, or partners.

In a nutshell, the first year for nearly all stu-
dents is a significant transition to a new phase of
life. But a central philosophical debate swirls
around the issue of responsibility: Who has pri-
mary responsibility for student engagement and
success—students themselves or the institutions
in which they are enrolled? A recent study by
the National Center for Public Policy in Higher
Education found that the public believes that
while high schools are primarily responsible for
ensuring their students are learning, the students
themselves bear primarily responsibility for their
success by the time they enroll in college, often a




program exists for the purpose

of retention, but it goes beyond
that,” he says. “There is a larger
mission to enhance student suc-

cess. There is committed presiden-

tial leadership and great energy
among the faculty. This doesn’t
happen by accident.”

As a testament to her com-
mitment to student success,
President Siegel changed the
title of the chief student-affairs
officer five years ago to “vice
president for student success.”
For its attention to students,
Kennesaw has become, as Coles
puts it, “the model university for
best practices—not just in the
state, but nationaily.”

Cotles describes his governing
body as “an active board that
does not live apart from the
school. The trustees don’t want

Priorities

touch with the students’ per- *
spectives, board members
periodically invite student
leaders to taik. Coles also spends
a great deal of time speaking
with student groups on campus,
routinely tetling them: “Stay in
schoel! This is a great place.
Don‘t let cutside forces take
away from what you need to be
doing as a student. Be the best
you can be in what you do.”
Historically a commuter
campus, Kennesaw State soon
will build its first residence
hatils, which once again will
change the campus culture for
entering students. Coles and
Siegel say the campus is excited
about the new dimension the
residence halls wili add to
student life. After all, as Coles
says, “The school belongs to

to live in a vacuum.” To stay in the students.”

mere three months out of high school.

This attitude is consistent with the long-held
notion of “academic Darwinism”—that only
the fittest students survive and flourish, and the
weakest fall by the wayside. Such beliefs, in
effect, have relieved institutions of significant
responsibility for student success. And in spite
of more contemporary concerns about student
attrition, this attitude persists among many col-
lege faculty, administrators, and trustees.

Trustees cannot afford to subscribe to a
“survival of the fittest” philosophy for higher
education. For the sake of the educational
imperative in democracy, for the students
themselves, and for the survival and growth
of our institutions, we must find ways to sup-
port today's students as they pursue their edu-
cational aspirations and the American dream,

Lily Roland Hall, a trustee emeritus of the
University of South Carolina, warns that we
cannot leave the success or failure of first-year
students to chance. “During my 16 years of

trustee service at an institution noted for its
commitment to freshmen,” she says, “I realized
that from a business point of view—not just
from our caring and humanitarian view—we
spend so much on recruiting them, that we
should do everything we can to keep them.”

It is not in society’s interest to educate only
the “cream of the crop.” And the evidence is
clear that resources invested in the success of
first-year students yield positive results.

Current Efforts at Improvement, “We don't
have just one isolated ‘freshman-year thing,”
says Appalachian State Chancellor Borkowski.
“We integrate a multiplicity of freshman-year
programmatic efforts into the total fabric of the
institution.”

A growing body of research suggests that for
new students academic success, satisfaction,
and retention are highly correlated with the
following factors:

* high levels of academic preparation;

-,
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° commitment to the institution and to aca-

demic goals;
*involvement in the life of the campus;

* interaction with faculty (especially out of

class) and other students; and

*high levels of academic engagement,
“active learning.”

These factors have become primary
objectives for many current first-year
initiatives and can be used as a sort of
litmus test for new program develop-
ment. Following is a review of some of
the most effective interventions cur-
rently in use on many campuses
across the country. Each supports
one or more of the aforementioned
success factors,

Orientation, advising, and residence
life. The staples of the first year are ori-
entation, advising (academic and per-
sonal), and residence life, all of which
play a critical role in supporting a suc-
cessful transition to the institution
and to higher education in general.
Unfortunately, these services often
are on the periphery of institutional
life. These functions either can be
dynamic, responsive areas of the new-
student experience or reasons for student
dissatisfaction and departure. Boards
should understand how their institution
organizes and delivers new-student orienta-
tion, whether attendance is required, whether
it includes an introduction to academic life, or
whether it is merely “fun and games.”

Including families in orientation activities is
extremely important for boosting the comfort
level of new students and building their future
support of the college or university. Take a close
look at advising and ascertain the extent to
which advisers are trained, evaluated, and
rewarded for their important work. And visit
your campus'’s residence halls to become famil-
iar with the living conditions and the student-
life program. Would you want your children
living there?

First-year seminars. First-year seminars are
special courses designed to introduce students
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to the collegiate experience and to teach them
how to master it. They are considered on many
campuses to be one of the primary agents of
socialization and success for first-year students.
Long known to significantly improve the reten-
tion and success of entering students, first-year
seminars today are offered at more than 71 per-
cent of U.S. colleges and universities.

The best programs involve outstanding
faculty members, last a full academic term or
longer, involve a very high percentage of first-
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year students, and are challenging, credit-bear-
ing, degree-applicable courses. Topics typically
covered include effective study skills, time man-
agement, orientation to campus facilities, drug
and alcohol awareness, dating, responsible sex-
ual behavior, and the value of a diverse student
and campus environment.

Learning communities. Of the current curricu-
lar structures designed to improve student-
learning outcomes, one of the most promising
is the concept of the “learning community.” A

Priorities

learning community comprises thematically
linked courses, in pairs or clusters, in which a
single and usually small cohort of students is
enrolled. Although learning communities can
be employed during any year of college and at
any institution, they may be especially impor-
tant for first-year students on commuter
campuses. By taking more than one class
with a single group of students, com-
muting students are more likely to
make friends and feel connected to the
campus.

On residential campuses, learning
communities may be coupled with
planned residence-life experiences.
This approach is based on the idea

that students who live and learn

together are likely to be more

engaged by continuing conversa-

tions in their living environments

that have begun in the classroom,

and vice versa. The growth of

learning communities has been an

intentional effort to integrate both

the academic and social experiences of

students. Bottom line: First-year stu-

dents who have been part of a learning

community earn higher grades and are
more likely to persist in college.

Service learning. Impressive efforts are under
way at many colleges and universities to pro-
mote the civic engagement of students. One
method of linking civic engagement to the cur-
riculum is through “service learning"—course-
based learning that is actively derived from a
required contribution to community service.
National research shows that many first-year
students have a strong interest in community
service, emanating from their previous experi-
ences in church or high school. Service learning
continues that pattern of civic engagement but
also integrates it into the curriculum. Because
service learning is inherently active, relevant,
and experiential, it enlivens first-year courses,
promotes interest in course material, and
responds to many students’ preferences for
“hands on” learning experiences.

But the service-learning component of a
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“How then shall we live?”

That simple but profound
question posed by Leo Tolstoy
has for ten years been the frame-
work for the First-Year Program
at the College of the Holy Cross
in Worcester, Mass. Each year,
participating faculty from diverse
disciplines consider the question.
For 2001-02, the more pointed
query posed to the first-year class
is this: “In the struggle for
authenticity amid conformity,
how then shall we live?”

The faculty leading the pro-
gram, after deciding on a yearly
theme, design eight discipline-
specific courses around it. Six
one-week units of the yearlong
program are given over to read-
ing and discussing books or sets
of writings related to the year’s
question. Common readings for
this year’s theme, for example,
will include Night, by Elie Wiesel;
“Letter from Birmingham Jail,”
by Martin Luther King; and the
1998 novel The Intuitionist, by
Colson Whitehead.

The Holy Cross First-Year
Program grew out of a sense—
and the findings of formal
reports from the campus—that
students were not fully engaged
in their educations, and that out-
of-class social life centered on
alcohol consumption. Some who
offered comments suggested that
the faculty were disengaged from
students as well, a presumed

price of becoming a more
research-oriented institution,

The First-Year Program was
launched a decade ago as a five-
year pilot to address these con-
cerns. At the end of the pilot
period, virtually every indicator
of success—improved classroom
performance, more campus lead-
ership, more community service,
higher retention and graduation
rates, and so on—was in clear
evidence, despite no discernible
entry differences between First-
Year Program students and those
who did not elect to participate.
The program has continued
essentially in the format in
which it was launched.

About 160 of Holy Cross’s
first-year students participate in
the program each year, a number
determined by a confluence of
student interest, residence hall
capacity (First-Year Program stu-
dents live in the same residence
hall), and the ability of faculty to
staff the program and still main-
tain disciplinary offerings. Those
160 students are about one-quar-
ter of the first-year class. About
one-third of Holy Cross’s 200
full-time faculty, both junior and
senior, have participated in the
program. They have helped
students learn “good academic
citizenship,” while occasionally
teaching courses out of their
disciplinary comfort ranges and
“learning with the students,” says

College of the Holy Cross—
“How Then Shall We Live?”

David Damiano, a mathematician
and this year’s director. Select
sophomore alumni of the pro-
gram serve as peer facilitators,

In addition to the eight the-
matic seminars, the common
readings, and the residential
program, First-Year Program
students attend a series of cocur-
ricular events during the year—
films, concerts, lectures, perfor-
mances, and other events tied to
the yearly theme and the com-
mon readings.

Holy Cross graduate and
trustee Joe Donelan looked at the
First-Year Program and saw bene-
fits that he didn’t receive as a stu-
dent in the 1970s. “When 1 was at
Holy Cross, the college was isolat-
ed from the city, and it was a loss
for Worcester, for the students,
and for the college,” he said.

To advance that connectio.
which is one of the service and
involvement goals of the First-
Year Program—Donelan recently
donated $1.2 million to the
college to establish the Donelan
Office for Community-Based
Learning. Experiential,
community-based learning will
be combined with classroom
learning to explore even more
facets of the question, “How
then shall we live?” And among
the benefits of Donelan’s gift
will be strengthening that
examination for the first year
and beyond,
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course—integrated as an academically rigorous
requirement in the same manner as any term
paper, assignment, or exam—must encourage
the student to be reflective. Reflection promotes
more active learning, ties classroom concepts
to the practical realities of a service experience,
and unites academic theory and everyday prac-
tice, all of which enhance civic engagement,

Service learning is established on the basis of
reciprocity: The college and community give as
well as receive, and both are teachers and learn-
ers. In the best and most effective forms of ser-
vice learning, citizens of the community are
included as teachers and evaluators. Servi-
learning has positive effects on student engay
ment and helps instill a powerful sense of




Priorities

Chief amonyg the concerns driving first-year
initiatives is the alarming attrition
rate between the first and

second years.

belonging to both campus and community. It is
therefore an influential factor in raising an insti-
tution’s first-year student-retention rate.

Academic support services. The recent growth
in campus-based academic support services
benefits not only students who need to improve
basic skills, but also those who have strong aca-
demic abilities and want to be even more com-
petitive for entry into graduate or professional
schools. Essential support services include writ-
ing centers, math labs, technology-support pro-
grams, counseling (both academic and
emotional), services for students with learning
disabilities, career centers, and services for stu-
dent athletes. Research shows that resources
committed to providing these types of academ-
ic support yield higher student retention and
greater academic achievement.

One special type of academic support is the
“summer bridge” program, generally offered to
at-risk students during the summer between
high school and college. Many schools, includ-
ing some elite institutions, offer such programs
to provide a needed sense of community for
participants and a head start on the challenging
task of learning the academic requirements of
a college or university.

Assessing students’ skills, knowledge, and
academic capacity is central to the effectiveness
of academic support programs. Although bac-
calaureate-level higher education has witnessed a
trend away from remedial or developmental
courses (often for political reasons, and not nec-
essarily sound academic ones), many institutions
find these programs warrant continued institu-
tional investment, and some embrace them as

part of their mission. Countless students who
started in remedial or developmental courses
ultimately are graduated from college and today
lead highly productive and successful lives.

Recruiting upperclassmen. Research shows
that the greatest influence on college students is
their interaction with other students. Hence,
many colleges are recruiting, selecting, training,
and rewarding outstanding undergraduate stu-
dent leaders to mentor and appropriately influ-
ence new students. These student leaders serve
in various capacities, such as peer counselors,
advisers, and course assistants, especially in
first-year seminars.

One effective use of student leaders is in a
program developed at the University of Mis-
souri-Kansas City called Supplemental Instruc-
tion (SI). Now replicated by more than 700
institutions in the United States and abroad, SI
focuses on improving academic success in
courses that historically have a 30 percent or
greater rate of Ds, Fs, or withdrawals. SI trains
faculty who teach these difficult first-year
“killer” courses to recruit and train student lead-
ers to facilitate voluntary weekly supplemental
classes. These courses provide students another
opportunity for clarification and review of dif-
ficult concepts. Students who participate regu-
larly in SI earn significantly higher grades than
do nonparticipants.

Health education. Over the last two decades,
many colleges and universities have focused
attention and resources on serious health issues
such as sexually transmitted diseases, sexual
assault, eating disorders, and binge drinking.
These problems can affect any student at any
level; however, they seem to have a dispropor-
tionate effect on first-year students, many of
whom are influenced by the overwhelming
desire to fit in socially and gain approval from
peers. This indulgence in newfound freedoms
appears more common today than it was in the
1950s or early 1960s.

Concerns about excessive drinking, now
higher education’s foremost public-health prob-
lem, are moving trustees to action. For example,
DePauw University trustee James W. Emison
has taken the initiative to convene a national
group of higher educators to take a fresh look
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H rustees cannot afford to subscribe to a

at this challenge. Although
these problems are not
new in college and univer-
sity settings, they have
reached epidemic propor-
tions, especially within the
last years. Parents are
increasingly holding institutions accountable
for student behavior, and no trustee wants to
face an anguished parent (or the parent’s lawyer)
who has suffered a child’s preventable injury or
death. Campuses need professionally staffed
programs to address these issues.

Once again, upper level students also play an
important role. While first-year students often
tune out adults they perceive to be acting “in
loco parentis,” they are more likely to take seri-
ously warnings from fellow students who can
discuss the dangers of alcohol, sexual decisions,
or eating patterns that threaten mental or phys-
ical health. Boards should ascertain the status

“survival of the fittest” philosophy
for higher education.

of such campus initiatives to
determine how their institu-
tion’s efforts compare with
those of others.

Ask the Right Questions,

Trustees may find it difficult
to know where to begin in examining their
institution’s commitment to improving the aca-
demic and social dimensions of the first-year
experience. Although commitment to first-year
student success is now universally endorsed and
supported in concept, some higher education
officials have difficulty articulating and defining
the ingredients of effective programs and assign-
ing front-line responsibility and bottom-line
accountability.

Trustees can help bring more focus and
attention to these issues. By monitoring certain
areas and asking the right questions, board
members will find a basis for discussion with

Case Study

University of South Carolina at Columbia—

“I don’t think I have ever
learned more in a single class.”

“My University 101 class
turied out to be a lot more
demanding than I thought it
would be. But I'm glad I took this
course,”

“I loved it. It was a very warm
and fun environment, full of
enthusiasm.”

These testimonials, given by
students who have completed
the University 101 course at the
University of South Carolina at
Columbia, suggest not only sub-
stantial accomplishment and
satisfaction among the students
who have taken the course, but
also how far the course has come
from its origins. Conceived by
the institution’s president, Uni-
versity 101 was introduced in
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1972 as a first-year experimental
elective in response to students
protesting the war in Vietnam,
as well as other perceived social
injustices and campus issues.
The course was an effort to build
trust and understanding and
open lines of communication
among students, faculty, and
administrators,

Today, University 101 and its
associated offerings enroll some
2,700 students, more than are
enrolled in all but three colleges
at the university. Students condi-
tionally admitted to the universi-
ty must take the semester-long,
three-credit-hour course, but all
first-year students are encouraged
to enroll, and more than 75
percent do so.

Objectives of the course

An Array of Transitional Programming

include the development of
academic, critical-thinking,
and decision-making skills,
technological savvy, campus
involvement, knowledge of cam-
pus resources, and planning for a
major and career. Consistent with
a liberal arts focus, the course
requires substantial writing.
University 101 instructors are
chosen through an application
process. Requirements include a
minimum of a master’s degree
and completion of an instructor
training workshop. Interest in
teaching the course is greater
than the number of slots avail-
able, and potential instructors
are cautioned that securing a sec-
tion is a “privilege subject to
approval.” Instructor workshops
are offered twice yearly, and each
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first year? How does it treat students who are
undecided? The quality of assistance in helping
students determine an academic major may be a
potential turning point in their quest for aca-
demic success and personal satisfaction.

o Greek life. Fraternities
and sororities can have a
significant effect on
the overall collegiate
experience of first-
year students. If
your institution has
Greek organizations,
what influence does
membership, espe-
cially in the first year,
have on grade-point
averages, retention,
social adjustment, and

institutional leaders, staff, faculty, and other
stakeholders.

o The importance of being intentional. How
intentional is your college or university about
its efforts to make new students successful, as
opposed to leaving desired outcomes largely
to chance? How much assistance does it provide
to assimilate new students into the institution’s
unique campus culture and values, and what
form does this assistance take? How effective is
your campus’s “basic training” for its new
recruits?

e Orientation for new students. Who is in
charge of student orientation? Are the length
and timing of orientation programs appropri-
ate and effective, and does the content suffi-
ciently espouse and convey academic values?

s Academic advising and planning. What is the
quality of academic advising for new students?
Is first-year advising an institutional priority, or
do new students suffer from “leftover” advise-
ment and course selection? Does your institu-
tion require students to select a major in the

AT s,

draws 30-40 participants.
Instructors are encouraged to
invite three-to-five special-topics
presenters each semester, and
more than 60 individuals have
volunteered to speak on such
topics as study skills, date rape,
professional ethics, and critical
consumption of news and
entertainment media. Special
programs involve upper level
students as peer leaders, role
models, and instructional assis-
tants. First-year seminars are
among the most closely exam-
ined and assessed courses on
campus, and researchers consis-
tently have found that University
101 course graduates earn higher
grades, are more involved in
curricular and extracurricular
activities, and graduate at higher

rates than students who do not
take the course.

The success of University 101
has led officials to expand its
goals and share its principles
with other institutions. Among
the spin-offs is the National
Resource Center for the First-Year
Experience and Students in
Transition (see page 12). South
Carolina also offers University
401, the Senior-Year Experience,
a capstone course that further
integrates the academic experi-
ence, helps students plan their
postgraduate lives, and examines
the citizenship roles demanded
of college graduates in contempo-
rary society.

Also in development is Uni-
versity 201. This course, for
sophomores or others who have

completed
University 101,
will acquaint stu-
dents with the frame-
works and methods of
research and inquiry in partic-
ular disciplines. The development
of the course is supported by the
Hewlett Foundation, with match-
ing support from the university.
By year three of the offering, the
university will assume full finan-
cial responsibility for the course.
“Retention is just too narrow
a concept,” says Professor Dan
Berman, director of instruction
and faculty development for the
University 101 program. “Univer-
sity 101 is not a survival course.
This is not a picture of despera-
tion. This is a story of university
and individual success.”
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Two Research Centers Are Devoted
To First-Year Students’ Success

he National Resource Genter for the First-Year

Experience and Students in Transktion, founded by

John N. Gardner in 1986 and now led by Mary Stuart
Hunter, Is an outgrowth and extension of the University of South Carolina’s
University 101 first-year seminar course begun in 1972 and directed by
Gardner from 1974-99,

The purpose of the center is to collect and disseminate information
about the first college year and other significant student transitions. This
information is used to help higher education officials and faculty enhance

e ot the learning, success, satisfaction, retention, and graduation of college
students. To these ends, the center does the following:

* organizes and hosts a series of national and international
conferences, seminars, teteconferences, and workshops;

* maintains a Web site and four topical listservs;

* serves as a host for sabbaticals and visits from schelars and
educators;

+ houses an extensive library resource collection; and

* serves as a publishing house for an extensive list of publications
on improving the learning and success of students In transition.

The National Resource Center's Web site is www.sc.eduw/fye.

-
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The Policy Center on the First Year of College, founded by John N.
Gardner in 1999, is funded by the Pew Charitable Trusts and the Atlantic
Fhitanthroples, and is hosted by Brevard College in North Carolina.
Current projects include the following:

* research on institutional best practices for first-year
ﬁ students;
LI + hosting of forums and Institutes for institutional leaders;
} ‘6 + formation of a statewide consortia of Institutions to
;ﬁ advance practices, cooperation, and peer-supported learming;

¢ online publication of a first-year-assessment magazine
with invited essays;

* development, with key partners, of new assessment
tools (including the “Your First College Year” survey, with the
Higher Education Research Institute at UCLA; the "Firgt~
Year Initiative” survey of first-year-seminar students,
with Educational Benchmarking, Inc.; and the “Data

Audit Toolkit,” with the Nationa) Center for Higher
Education Management Systems); and

* dissemination of research through aca-
demic and practitioner publications, confer-
ences, presenmtations, and Web site resources.

The policy center's Web site is
www.brevard.eduffyc,
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There is a natural fit between strategies to improve the
first year of college and the customary work and
purviews of responsibility of established

disciplinary  infrac-

tions? When are stu-

dents “rushed” by

fraternities and sororities? Are students allowed
sufficient time to become established academi-
cally before they undertake this substantial social
and financial commitment? What are the risk
factors associated with Greek life, and how do
these factors affect first-year students? And final-
ly, who is really in control of Greek life on your
campus—the institution or the Greek organiza-
tions themselves?

o Class attendance, Does your campus have a
class-attendance policy, and are there special
provisions to ensure that first-year students
attend class? Is there a gap between attendance
policies as espoused and as practiced? s there
an “early alert” monitoring system to identify
new students who, early in the term, have
excessive absences and/or significant academic
problems? Once identified, does the campus
intervene in some proactive fashion?

o The first-year classroom. Who teaches first-
year classes—senior professors or less experi-
enced teachers? Are faculty encouraged to
interact outside of class with first-year students?
How large are first-year classes? What do you
know about the relationship of large classes to
learning and retention? When classes are large,
what opportunities are created for personal
feedback and small-group interaction? What
kind of faculty-development support does your
institution provide to enhance the skills of fac-
ulty who teach first-year students?

o Common experiences. What common aca-
demic experiences, if any, are in place for first-
year students? Is there a special first-year
curriculum or course? What else does your
campus do to create a sense of community and
foster the development of sound relationships?

Bringing About Change. Despite the fine
progress in recent years, many first-year pro-
grams can be improved. If your campus already
has some of these programs or approaches in

board committees.

place, the following
ideas may help them be
even better:

o Make the first year a top priority. Trustees
should encourage campus leaders—presidents,
chief academic officers, chief student-affairs
officers, and others—to make the first year of
college a high priority. This includes investing
significant resources in the planning, delivery,
and assessment of first-year initiatives.

e Promote and reward faculty involvement.
Encourage and reward faculty involvement in
teaching, advising, and interacting with first-
year students. First-year initiatives, whether
they are curriculum based or conducted outside
of class, will not be institutionalized if faculty
do not embrace them and become directly
involved. Boards might provide funds for fac-
ulty development, establish teaching prizes, or
develop other formal, merit-based honors. As a
trustee of Marietta College, for example, I spec-
ify that my annual contribution be earmarked
for first-year initiatives.

o Establish an “organizational responsibility
center” to oversee and coordinate first-year initia-
tives. Though it is desirable to involve multiple
offices in implementing first-year initiatives,
streamlining efforts through one chain of com-
mand ultimately will produce more effective
collaboration and communication.

o Ground efforts to improve the first year of col-
lege in the institution’s mission staternent, Mission
statements describe the educational purposes of
an institution, convey the institution’s values
and beliefs, and state the goals, aims, and ide-
als that undergird its operations. In monitor-
ing an institution’s efforts to operate in
accordance with its mission, trustees should
ascertain whether there is a design for connect-
ing what happens in the first-year to the desired
outcomes of the college, namely, graduation.
Encourage faculty, staff, and students to ground
their work in the mission of the campus, and
administer first-year programs and services
accordingly.
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* Consider class size and effective teaching
methods in first-year courses. Before you subscribe
to what may be the false economy of large class-
es, investigate the effect of these classes on new
students—their learning, satisfaction, and
retention rates. Encourage your institution to
provide funds to support faculty who teach key
introductory courses. Make sure your campus
has some type of faculty-development compo-
nent that places a high priority on improving
instruction in first-year courses. This focus may
present an opportunity for individual trustee
giving to underwrite such initiatives.

o Invest in institutional research and assessinent
of the first college year. Ask your school’s office of
institutional research, as well as other faculty
and staff who may be involved in assessment
efforts, to improve the ongoing assessment of
the first college year. Board members need the
information generated from such work to make
decisions about how to allocate resources.
Because the first year lays the foundation for the

entire college experience, it should be
used as a baseline in the collection
of data about entering students.
This information ulti-
mately will be used to mea-
sure how students have
changed during the course
of their undergraduate years
and whether your institu-
tion has achieved its educa-
tional goals. In addition,
regional accrediting bodies
want to know what your stu-
dents were like when they
entered and whether or how they
are different when they graduate. The
¢ f . Policy Center on the First Year of Col-
lege is one of several sources of informa-
tion and assistance on how to improve
assessment of the first college year,
Interested governing boards must place the
foregoing priorities on their agendas, beginning
with those of their academic-affairs and stu-
dent-affairs committees; committees that deal
with athletics, admissions, recruitment, reten-
tion, and facilities design also may need to
address these issues, College and university
board structures naturally lend themselves to
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consideration of these matters, as do strategic-
planning efforts in which the board is involved,
There is a natural fit between these strategies to
improve the first year of college and the cus-
tomary work and purviews of responsibility of
such established board committees.

In addition, the board chair could stress to
committee chairs the importance of individual
committees looking at the institution’s current
policies and practices with respect to the first-
year experience, When setting any agenda that
must attract support for needed change, the
board chair has a critical responsibility in
exhorting colleagues to show interest and take
action.

Conscience of the Campus. Board members
have an enormous responsibility for helping to
shape the institution’s mission and values and
to keep the campus focused on and accountable
for success. Faculty, staff, and administrators
can profit from having trustees who are well
informed about the importance of the first ¢
lege year. So many of the most pressing ca..
pus issues that concern trustees have direct
connections to the first year—the impact of
recruitment and retention on the campus rev-
enue stream, student satisfaction, binge drink-
ing, the success of first-year student athletes,
artists, and musicians—the list goes on.

We need to encourage our nation to contin-
ue to provide broad access to higher education,
but we must do our part to foster greater sup-
port for ultimate degree attainment. Meeting
these goals will require boards to consider rein-
vigorating our support for new students. As
many trustees have found in their own profes-
sional organizations and on other boards, aca-
demic leaders need encouragement to “think
outside the box” and strengthen this most crit-
ical institutional foundation known as the first
college year. To fail to encourage them is to
condone the status quo, which on many cam-
puses means tolerating too much student fail-
ure. Trustees, who serve as the conscience for
the campus, often are the strongest advocates
for the needs of students. I hope you and your
fellow trustees will accept this challenge ar~
push your institution to a higher level of co
mitment to the success of first-year students.
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" This Issue

A Strong Start

first met John Gardner when he
came to the campus where | worked and performed a
miracle, With John's help, our faculty, student-affairs
personnel, and administrators came together to focus
on one Issue: increasing the retention rate of our
students, Following his advice, and using the support
available through research he had published and
conferences he had organized, we instituted major
changes in academic advising and freshman crienta-
tion and created a seminar for all first-year students.
The miracle? Not only did the retention rate increase,
but we also found the new seminar to be a wonderful
activity for faculty development and renewal. The
cross-disciplinary approach to student success was
good for the entire campus.

Our experience was not singular, as this issue of
Priorities reveals. For the past 20 years, John Gardner
has been known natlonally and Internationally as the
leader of the first-year expetience movement. He has
researched, written, and spoken on why and how
colleges and universities can enhance the experience
of their first-year students, Hundreds of institutions
have listened, and as a result, hundreds of thousands
of students have benefited.

For students, the benefits of participating In a
first-year program can include improved academic
skills and performance, increased graduation rates,
and greater engagement with the college and the
community, to name but a few. For institutions, these
same benefits are powerful, especially at a time of
heightened public demands for accountability and
improved performance. But when financial advantages
to institutions accompany gains in academic perfor-
mance——and they do, as this essay explains—then

BY SUSAN WHEALLER JOHNSTON

first-year programs truly warrant the attention of
boards and administrators,

This issue of Priorities provides background on
first-year programs—what they are, why they were
created, what forms they take, and what benefits
they offer. It showecases three institutions’ first-year
pregrams: Kennesaw State University's program
emphasizing student success with a new twist—
learning communities; the University of South Carolina-
Columbia’s Unlversity 101, a program soon to celebrate
its 30th anniversary and which has evolved to Include
support for students at other transition points in their
education; and the program at the College of the Holy
Cross, where the connections between students and
faculty are strengthened as they read, study, and
discuss the question, “How then shall we live?” The
variety of these successful programs speaks to the
efficacy of matching student needs, Institutional goals,
and proven strategies for first-year programs.

Most important, this issue of Priorities argues for
greater board awareness and monitoering of first-year
programs. For these programs to continue to serve
the needs of students—students whose backgrounds
are increasingly diverse and whose preparation for
higher education is decreasingly sufficlent—they must
be adequately funded, staffed, evaluated, and valued, ;
in serving the needs of students through effective ’
first-year programs, institutions not oniy act on their
promise of education, they also stand to gain in impor-
tant ways: increased retention and graduation rates,
stronger academic performance, better satisfied stu-
dents and faculty, a heatthier student body, and a more
engaged core of alumni. H’s a lot to promise, but as
John Gardner can prove, it's possible with attention to
the first year of college.

—Susan Whealler Johnston Is AGE’s director of
private-sector programs.
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The Freshman Year Experience:
A Philosophy for Higher Education
in the New Millennium

Joseph N, Hankin e Johin N\ Gardner

The Freshman Year Experience is a philosophy
for assimilating new students into the college en-
vironment. It is an underlying set of assumptions
about how first-year students should be re-
garded, treated, taught, and supported by an in-
stitution. Because some 54% of all first-time, full-
time college students in America start their aca-
demic careers in community colleges, we explore
in this volume the extent to which the Freshman
Year Experience already exists, or should exist, in
community colleges across the country.

However programs and implementation may
differ from two- to four-year schools, first-year
students at either sort of school are comparable
and therefore may be served universally by the
philosophy espoused here. A new study pre-
pared under the auspices of the National Center
for Postsecondary Teaching, Learning, and As-
sessment, a federally financed research center at
The Pennsylvania State University, tracked 2,685
freshman students at 23 colleges and universities
in 16 states (National Center, 1995, p. 26). Tests
completed in the fall of 1992 and the spring of
1993 were designed to measure reading compre-
hension, mathematical ability, and critical think-
ing skills. The principal researchers concluded
that most colleges, two- and four-year, with the
“exception of a small number of the elite liberal

arts colleges . .. do essentially the same thing”;
that is, students at community colleges had
scores similar to their counterparts at most four-
year colleges. Despite the fact that the commu-
nity colleges are thought to be less selective, stu-
dents in them did as well as those in the more
selective sector. Ernest Pascarella, as well as his
coauthors in the study — Louise Bohr, of North-
eastern University, Amaury Nora, of the Univer-
sity of Illinois at Chicago, and Patrick Terenzini,
of The Pennsylvania State University — specu-
lated that the reason may be the community col-
leges” emphasis on professors’ teaching, in con-
trast to the focus on research at major universi-
ties. The investigators followed the students
through their sophomore year and retested them,
but that data is still under analysis.

Here we wish to focus not on the problems of the
first-year experience at community colleges but
on the solutions to these problems and on the
ways the philosophy that is The Freshman Year
Experience makes for an all around better under-
graduate experience. We take to heart the dictum
espoused by Louis Gerstner, the Chief Executive
Officer of Nabisco: “No more prizes for predict-
ing rain; prizes only for building arks.” What is
offered here is practical information. Not only do
we have studies and analyses of The Freshman




Year Experience listed in the bibliographies and
in several of the chapters, but throughout the
monograph 57 community colleges in 25 states,
and seven state systems of community colleges
are listed as examples of where the philosophy is
actually applied (see the Appendix to this chap-
ter).

This present chapter is divided into three parts
designed to move the reader from theory to
practice. First, we look at the terminology of
The Freshman Year Experience as it might ap-
ply to the community college, examine how
students at community colleges differ from
their counterparts at four-year institutions, and
look at institutional differences between these
two types of colleges in America. Next, we of-
fer a comprehensive definition of The Fresh-
man Year Experience. Finally, we give the
reader a preview of the organization of the rest
of the monograph.

A Look at the Terminology

Is there any such thing as The Freshman Year
Experience in the community college, or should
there be? Let us look at the terminology itself
and the inherent concepts of the fresh/man/year
experience and apply those concepts to students
in the community college:

% Community college students are not “fresh,”
in the sense that they are new to higher edu-
cation and lack life experience. They are, in
fact, more likely to be older students, often
with prior college experience.

% They are also less likely to be male, and are,
in fact, predominately female.
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Many do not complete the experience in a
year. They do not complete one quarter of
the baccalaureate degree or one half of the
associate degree in one year because large
numbers of them are not enrolled full time.

In addition, community college students are
likely to differ from students at four-year institu-
tions in the following ways:

% Community college students are not neces-
sarily degree seeking (Otuya & Mitchell,

1994). In fact, they may be there just for a
year and transfer to a four-year institution, or
for certification of some kind for continuing
education, for enrichment in retirement, or
for vocational (re)training.

% Because few community colleges have resi-
dence halls, virtually all community college
students live off-campus, often at home.

% Students are more likely to be married or di-
vorced, and to have children.

# Many students want training for a specific job
— a practical education.

% Because they are older, students are generally
less well prepared academically and therefore
need more help with basic study skills.

% Students are more likely to be in conflict
with someone about the fact that they are in
college (conflicts with spouse, significant
other, children, boss). In general, they
come less prepared, less sure of themselves
academically, less venturesome, and more
willing to trust authority than to rely on
themselves.

_ Institutional Differences Between
Community Colleges and Four-Year Colleges

% In the community college there is often more
visible influence of the secondary school cul-
ture. For example, on some campuses, the
presence of bells to announce class change,
lockers, lounges restricted to faculty, and,
most importantly, far more evidence of local
control all resemble high school.

% Community colleges are newer institutions,
and perhaps less constrained by tradition.

% Community colleges are public — hence,
secular.

Some community colleges have less develop-
ment of the student personnel service profes-

sion. This has great implications for student

support and for getting students involved in co-
curricular activities. This difference is explained
by several factors:
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Community college campuses do not have
graduate degree granting programs in stu-
dent personnel or higher education admin-
istrative services, and therefore do not have
a complement of graduate students as inex-
pensive student support personnel.

Community colleges have very frequently
been an outgrowth of former public school
districts which do not necessarily subscribe
to the student personnel philosophy of holis-
tic education. This factor of less sophistica-
tion in student personnel services at commu-
nity colleges is a very important difference
because on many of the baccalaureate cam-
puses, the impetus for The Freshman Year
Experience reform movement came origi-
nally from student personnel services and
because of the critical partnership between
academic affairs and student affairs.

The faculty in community colleges often
live in the community and are more likely
to come from the community, so they may
have a better understanding of the commu-
nity pressures and characteristics.

Faculty and administrators in community
colleges are not usually graduates of com-
munity colleges. Instead, they are more
likely to have had traditional residential
college experiences themselves.

Despite the inclusion of a segment of gen-
eral education in virtually every program, a
smaller percentage of the community col-
lege curriculum is tied to the liberal arts
than is the case in four-year institutions.

Community college classes are more likely
to be smaller than classes at public four-year
institutions.

Community colleges make frequent use of

adjunct professors.

Admissions in community colleges is, by and
large, less selective, except to a few specific
curricula such as the health sciences.

Community colleges are generally less ex-
pensive for students to attend.

# Faculty at community colleges are more
likely to be rewarded for good teaching
than their counterparts in four-year schools.

oo

* Advising and counseling are more likely to
be done by student affairs officers in some
kind of counseling center, and less likely to
be done by faculty. Admittedly, many
community colleges are unionized, and ad-
vising is done by counselors who do have
faculty rank. However, they are still less
likely to be faculty in the classic sense of
traditional classroom teaching faculty.

% In the community college, there is usually a
greater consensus about the institutional
mission.

< In the community college, authority is more
centralized and, hence, does not have the
mass decentralization found in a large re-
search university with its collegiate
fiefdoms.

% It may be harder to develop a common in-
stitutional culture in the community college
due to the enormous diversity of student
backgrounds with fewer shared rituals and
customs (e.g., intercollegiate athletics), plus
the constant scattering of community mem-
bers due to commuting.

% In the community college the primary alle-
giance of the faculty is to their teaching,
students, and institution and much less to
their disciplinary affiliations, unlike in the
four-year sector.

What is “The Freshman Year Experience”?
Although the term The Freshman Year Experience

is often used to describe a particular program
to increase learning and success of first-year

students, that is not what is meant by the au-

thors of this chapter. Instead, we argue that
The Freshman Year Experience is a philosophy
for assimilating new students into the college
environment. The term has also been com-
monly used to describe freshman orientation
courses and freshman seminars which have
existed in American higher education since
1888.




The community college is predominantly a 20th
century phenomenon, but it has been a “quick
learner” and an “early adopter” of innovative
processes in higher education. Community col-
lege students are also overwhelmingly “first gen-
eration” students; thus there is a great need for
The Freshman Year Experience at their schools.

Essential Themes

When The Freshman Year Experience is regarded
as a concept, a philosophy underlying programs
to assist freshman success, what is meant by this
philosophy? What are the commonalities in
these Freshman Year Experience programs?

First of all, Freshman Year Experience programs
are based on an attempt by institutions to define
freshman success comprehensively. Upcraft and
Gardner (1987) in their review of first-year re-
form initiatives offer the following definition of
freshman success: developing academic and in-
tellectual competence, establishing and maintain-
ing interpersonal relationships, developing per-
sonal identity, deciding on a career and lifestyle,
maintaining personal health and wellness, and
developing an integrated philosophy of life.

The Freshman Year Experience is a deliberately
designed attempt to provide a rite of passage in
which the students are supported, welcomed,
celebrated, and ultimately assimilated. It rep-
resents an effort to reverse a several hundred
year tradition of harassing new arrivals
through intimidating rites of passage which
were designed to enforce group cohesion
through oppressive techniques known in
American higher education as “hazing” which
is now illegal in most states.

Freshman Year Experience programs are analo-

gous to the kind of “basic training” that has been

provided by the United States armed forces for
decades and simultaneously most of America’s
major corporations for an equal amount of time.
In this so-called basic training, the idea is to teach
new members of the group the organization’s
history, customs, traditions, language, folkways,
mores, norms, power structure, significant lead-
ers, rules, regulations, programs, services and, in
general, establish patterns for upward mobility
and success.

Freshman Year Experience programs are also
designed to convey a great deal of respect for
new students per se in contrast to the historic con-
tempt and disdain initially directed towards the
newest arrivals on college campuses.

The Freshman Year Experience is equally mani-
fested in a variety of mechanisms designed to
guarantee for each entering new student a sig-
nificant contact, such as a caring adult em-
ployee of the institution. This would be found
in mentoring programs, academic advising
programs, freshman seminar programs, as well
as various types of tutoring and counseling ap-
proaches.

The Freshman Year Experience is a philosophy
which involves the notion of intentionality. Insti-
tutions set deliberate goals for the freshman year
and devise intentional strategies to help freshmen
achieve these goals. The idea is to leave fresh-
man success neither to serendipity nor to chance.

The Freshman Year Experience also includes
making a systematic study and effort to iden-
tify the variables that interfere with freshman
success and then designing programs to ad-
dress these variables. For example, in recent
years, Freshman Year Experience programs
have been much more concerned with health
and wellness issues, especially sexually trans-
mitted diseases. Clearly, these are variables
that interfere with new student success, and
educational programs are being designed to
counteract these variables.

The Freshman Year Experience is a philosophy
which leads to the establishment of mecha-
nisms designed to assist employees detecting
potential dropouts and intervening to provide
attention, support, and counseling for at-risk

“students. The programs are characterized ge-

nerically as “early warning programs.”

The Freshman Year Experience also stresses
making positive predictions for new student
success. The relationship between transmis-
sion of expectations by professors and positive
student learning outcomes in response is well
established. This is another illustration of how
The Freshman Year Experience philosophy is
attempting to reverse a historic tradition in



which the opposite was predicted for students,
a tradition typified by the decades-old axiom:
“Look to your left and look to the right. The
two students you looked at will not be here at
the end of the year.”

The Freshman Year Experience also encourages
the development of new structures for commu-
nication between freshman educators and stu-
dents so that the educators are able to validate
their assumptions about student backgrounds
and characteristics by direct experience rather
than stereotyped perceptions. One of the con-
sequences of the 50-year period of growth in
American higher education between World
War II and the present has been a gradual
movement of faculty away from many stu-
dents, especially first-year students. The Fresh-
man Year Experience movement, in part, is de-
signed to get educators back in touch with the
realities of the student experience.

The Freshman Year Experience, to borrow from
the study Involvement in Learning (National In-
stitute of Education, 1984), is an illustration of
the concept of “frontloading” which argues
that the overall educational experience for un-
dergraduate students will be improved by real-
location of precious institutional resources
from the upper divisions to the freshman and
sophomore years.

The Freshman Year Experience is a concept that
institutions are marketing in advance in an at-
tempt to sell the institution to prospective stu-
dents and their parents. The freshman year is
described extensively, for example, in the “view
books” of many colleges. After matriculation,
The Freshman Year Experience is subsequently a
deliberate series of experiences which are pro-
vided for the students. This is the time when
many educators believe that students make a sec-
ond critical decision (the first one being to attend
in the first place), whether or not to stay or leave
the institution they chose originally. In market-
ing terms, this is the concept of the “second sale”
in which the institutions are trying to help stu-
dents overcome “buyer’s remorse” and make a
commitment to remain at the institution. This
kind of intervention, the reselling of the institu-
tion, appears to be particularly important during
the first six weeks or so of the first term of the

freshman year, the time during which the major-
ity of students who ultimately drop out, (Tinto,
1987) make that decision.

Freshman Year Experience programs are based
on the fact that not all freshmen are the same.
Therefore, they have a variety of special needs
for orientation, support, and programs due to
the heterogeneity of their backgrounds.

The Freshman Year Experience is based on the
recognition that the freshman year is the foun-
dation on which the rest of the college experi-
ence is based. Some institutions are now be-
ginning to link this foundation to the desired
outcomes of the undergraduate experience,
those outcomes described as the Senior Year
Experience (Hartel, Schwartz, Blume, &
Gardner, 1994).

Another essential component of The Freshman
Year Experience is the necessity of, in the lan-
guage of Continuous Quality Improvement,
presenting The Freshman Year Experience to
the internal customers (i.e., the employees of
the institution) to help college and university
employees understand the needs, challenges,
problems, hopes, dreams, and fears of new stu-
dents (the external customers), and to help
them satisfactorily respond to student expecta-
tions and needs.

A very important component of The Freshman
Year Experience is the necessity to develop a
campus-wide approach to increasing new stu-
dent success. This involves making the first
year a top priority of institutional leaders, es-
pecially the president and the chief academic
officer. Illustrations of this idea are campuses
where, for example, presidents and chief aca-
demic officers are actually involved in teaching
first-year students or participating in orienta-
tion, mentoring programs, and teaching fresh-
man seminar courses.

An extremely important component of student
success is the essential partnership of academic
affairs and student affairs personnel with the
senior faculty of the institution.

Another way of understanding The Freshman
Year Experience is to look at it as the uniquely




American concept of “support groups.” Sup-
port groups are designed for persons whose
lives are in transition, such as those who, for
example, must deal with separation and di-
vorce, cope with an illness, move to a new
community, deal with being laid-off from long-
term employment, and matriculate at a college.
Support groups are, by definition, led by survi-
vors of the same transitional experience
(Aslanian, 1980). Individuals are more success-
ful in making major life transitions if they are
members of support groups, such as Freshman
Year Experience programs (Fidler, 1991).

The Freshman Year Experience is based on a
belief in a holistic approach to education which
attempts to educate students by addressing all
of the aspects of student development includ-
ing the academic, social, personal, physical,
and spiritual dimensions of learning, growth,
and change during the college years.

The Freshman Year Experience also attempts to
respond to students developmentally on their
time table when they are ready and able to
learn. For example, this may mean that stu-
dents must be taught study skills repeatedly
during the first term in college, especially after
having failed their first midterm examination
when they may be more motivated to learn
new study skills.

The Freshman Year Experience philosophy has
also produced the realization that concern for
new students and the achievement of profes-
sional status need not necessarily be incompat-
ible. In turn, this requires either the modifica-
tion or the rejection of the graduate school
model which most faculty have learned
whereby status is measured in terms of one’s
distance from freshmen. Institutions with new
- student experience programs have had to make -
an effort to develop a reward system to sanc-
tion positively those who care for freshmen
and to make a concomitant commitment to put
some of their best people forward on behalf of
freshmen.

And finally, in recent years, The Freshman
Year Experience has been linked to the notion
of advocacy to recognize, reward, and celebrate
those campus leaders, change agents, and good

citizens who have taken special and sometimes
courageous strides on behalf of serving new
students.

What This Monograph Offers

From the theoretical and professional point-of-
view of the authors of this monograph, there is
no such thing as the community college — an
ultimate archetype of such a school.

In Chapters 2 and 3, Beverly Bower and Tina
Feiger respectively make clear that no mono-
lithic attribution may be given to either stu-
dents of color or women. Each group is a com-
plex of individual traits and personalities and
must be educated as such — on a person-to-
person basis. Beverly Bower paints a beautiful
picture of the mosaic of minority freshmen in
the community college, and points the way
more and more community college students
will be proceeding in the near future.

Tremendous increases in the numbers of fe-
male students over the past two decades in
higher education began first in the nation’s
community colleges. As Tina Feiger points out,
these women have had the pervasive effect of
encouraging colleges to bring about progressive
changes in regard to the needs of female stu-
dents, changes such as campus women's cen-
ters, day care for the children of these students,
and rape crisis centers.

The author of Chapter 4, Carey Harbin, is a coun-
selor who designed and implemented a commu-
nity college orientation course and who contin-
ues to coordinate the resulting program today.
“Total Transfer Management,” the concept that
all students are potential transfer students, is the
result of his experience in helping students to

“persist in the community college and go on to
matriculate at four-year institutions.

James Palmer focuses in Chapter 5 on commu-
nity college articulation with four-year institu-
tions by looking at it from four different per-
spectives: that of the student, the state, the aca-
demic disciplines, and the individual institu-
tions — perspectives that must be understood
if first-year students are to transfer successfully
if they so desire. '




Les Cook, in Chapter 6, focuses on linking orien-
tation to the mission of the institution in assisting
students and their families to adjust to a new so-
cial environment. He details the components of
the process, giving specific institutional examples
to reinforce the theoretical underpinnings of ori-
entation.

Joseph Cuseo and Betsy Barefoot have done a
masterful job of summarizing the case for the
extended orientation seminar in the commu-
nity college. Based on the research literature,
as well as a survey completed in 1994 (to which
350 community colleges responded), they de-
tail in Chapter 7 the effects of such seminars in
two-year and community colleges, especially as
they relate to persistence and degree comple-
tion. The prescribed content of such an experi-
ence may be used as a blueprint for those insti-
tutions considering initiating a similar en-
deavor.

In Chapter 8, Doug Kenny, a former adminis-
trator and current teacher of a Community
College Success Course in The Freshman Year
Experience, lends this volume his academic
and political expertise in devising, selling, es-
tablishing, and implementing a course which
captures many of the elements discussed in
other chapters. The case study helps the
reader avoid the pitfalls and anticipate the
problems associated with starting such a pro-
gram in an academic climate that may be re-
sistant to the introduction of something new
and nontraditional.

John and Suanne Roueche, in Chapter 9 have
written on the subject of remediation for under-
prepared students for decades. The difficulties in
dlarifying the subject are great; the Roueches
point out that no fewer than forty terms have
been used to name these programs. Many of the
tenets of a good program in remediation may be
found in good Freshman Year Experience pro-
grams.

Robert P. Pedersen makes it clear in Chapter 10
that even the historical precedents of our two-
year institutions are, at the least, bifurcated,
and most certainly misunderstood by even the
best informed community college advocates.
To correct the historical record, he challenges

community college history as it is commonly
told. As he points out, the constant in these
institutions is their philosophy: They shape
themselves to their environments, to the chang-
ing conditions about them.

Vincent Tinto is well known as a researcher and
theorist of higher education. No discussion of
persistence may be had without including some
of his insights. As he points out in Chapter 11,
early research has focused primarily on four-year
institutions, but that imbalance has been rectified.
Tinto asserts that, “As attention has shifted to the
experience of community college students and
the task of enhancing their persistence, so too has
it turned to the importance of the freshman year
experience.”

How do student learning needs in the commu-
nity college differ from those in the four-year in-
stitution? Dennis McGrath, known for his work
on writing across the curriculum, change and
resistance, and staff development, turns to this
subject in Chapter 12. He, too, views community
colleges not as monolithic institutions and asserts
that each one faces the tasks of initiation, social
and academic integration, cultural translation,
transfer, and articulation in differing ways.

In Chapter 13, Margaret (Peggy) King, past
president of the National Academic Advising
Association (NACADA), details the process of
academic advising in which the student inter-
acts with concerned members of the college
family. She presents this process as the hub of
a wheel, with supporting service “spokes” pro-
jecting in many directions and providing aca-
demic and social integration which lead to stu-
dent success, persistence, and satisfaction.

In Chapter. 14, three university educators,
Deanna Martin, Robert Blanc, and David
Arendale, wrestle with student difficulty in ad-
justing to the college environment, students’ aca-
demic and social difficulties, the incongruence
between student expectations and institutional
demands, and the feeling of social isolation
which many students new to the academic enter-
prise have. Much of their chapter deals with the
program of Supplemental Instruction, almost two
decades old, at the University of Missouri — Kan-
sas City which has addressed these problems.




Vincent Tinto appears again in this volume along
with two colleagues, Pat Russo and Stephanie
Kadel-Taras, in Chapter 15, to discuss the subject
of retention, and also to address the oft-discussed
concept of learning communities and collabora-
tive learning strategies as ways of involving the
student. These authors focus on a particular in-
stitution to show how these concepts are actually
applied in practice, and how success does not
come overnight in reforming college communi-
ties.

David Conklin, a current community college
president, details in Chapter 16 a comprehen-
sive plan for retention which was carried out in
an institution at which he had a long residence.
He writes his chapter from the perspective of
“having been there,” and his advice may lead
to methods for decreasing attrition.

In Chapter 17, George Vaughan, a former com-
munity college president and current univer-
sity professor and administrator of a commu-
nity college leadership program, provides us
with insights about the leadership needed in
establishing The Freshman Year Experience
through specific examples from various col-
leges. He focuses on ways to establish a good
campus climate and the introduction of
change to campus culture.

This is a practical monograph that stresses
“take-home value.” It assesses various global
elements of the community college, but mainly
focuses on the importance of The Freshman
Year Experience as it specifically affects the
first-time community college student. These
so-called “Democracy’s Colleges” are likely to
continue to educate the majority of first-time,
full-time freshmen, hence the importance of
this volume.
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. LIFE ON THE BORDER
Thirty years ago Laura Rendén, the first in her family to go to college, crossed the
border into academic life. Now, dfter researching the experiences of other first-generation
students, she shares what she has learned.

Pat Hutchings on a new culture of teaching and learning, Smart Cards on Campus, and more . . .
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HELPING AMERICA'S FIRST-GENERATION COLLEGE STUDENTS

A bottom-line list of what institutions of higher learning st do

By John N, Gardner

HAT | KNOW about first-generation cotlege

students comes from two primary sources: the
privilege and rewards of teaching first-generation col-
lege scudents for ewency-nine years in South Carolina,
and my work as executive director of the University of
South Carolina’s National Resource Center for The
Freshman Year Experience and Students in Transition
and University 101, which has given me the Spporiu-
nity to meet iterally hundreds of first-generation stu-
dents at colleges and uni-
versities around the coun-
try. Both of those contexts
and perspectives on first-
generation students make
me extremely optimistic
about our ability to be even
mare successful in helping
them become even more
successful,

Following arc specific
suggestions about what
colleges must do to im-
prove the bottom line for
first-generation college stu-
denes—rhat is. to eahance
their learning. success, sat-
isfaction, and retention:

School-college col-
laboration efforts. The
task of working with first-
generation college students
must begin long belore
they arrive on campus. Faculty and student afizirs admin-
IStTaLOrs MUSt reconnect OUT Campuses to our host coi-
munities and begin working with precollege studant
and their families, as well as with public schoo) faculey
and administrators in respeceive disciplines, to serve these
students and families long before they come to us. Both
our center and the American Associztion for Higher
Education have outstanding publications and resources
on this critical initiative,

IT HAS LONG BEEN KNOWN
THAT ATTENTION PAID TO
ACADEMIC ADVISING YIELDS
STUDENT SUCCESS, THIS IS
ESPECIALLY TRUE FOR FIRST-
GENERATION STUDENTS, WHO
MAY LACK KNOWLEDGE ABOUT
POTENTIAL MAJORS AND
ALTERNATE DEGREE PATHS.
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Orientation. Oricntation is critically important
for first~generation students, who often lack essential
background knowledge about specific institutions and
about higher education. However, at many of our insti-
tutions, orientation is siill an optional activity. I believe
that this is intellectuaiy—even morally—bankrupt,
given all that we know about the correlation beoween
orientation, acadenic success, and retention. Orienation
should be required. It should be provided preferably at
no cost, but 3t the very least
at Jow cost. It should be for
both students and family
members, It should be
offered at alternative times,
dates, and hours for the
convenience of students,
not us. It should involve
undergraduate student peer
leaders who are themselves
first-generation college stu-
dents and should include a
strong academic compo-
nent in addition to social
activides, A key resource for
designing effecave orienta-
ton is NODA, the National
Qrientation Directors Asso-
ciation,

Summer bridge
programs. For over thirty
years, summer bridge pro-
grams such as those offered
by the City Univensity of New York, the California State
University System, and other institutions have cstab-
lished a raeord of success. The Upward Bound concept
is antother outstanding example of a summer bridge

Jehn N, Gardner is director, Nadonal Resource Center for
the Freshman Year Experience and Students in Transition,
University of South Carolina.
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acrvity, Fitst-generation college students use these pro-
grarns as laboratory experiences to test their skills and
abilities while taking real coliege courses.

Academic advising enhancement, It has long
been known that attention paid to academic advising
yields student success. This s especially que for first-gen-
eration students, who may lack knowledge about poten-
tial majors and alternate degree paths. We must direct
more attention to the sclection, training, evaluation, and
rewstding of academic advisors, taking advantage of the
assistanice of the National Acedemic Advising Association.

Explaining the ¢ulture of college. One of the
biggew differences between first-generation and other stu-
dens is their lack of familiarity with and undersandiog of
the culture of college. This is due, in part, to their lack of
association and comfort Jeve! with college graduaces They
particularly need to Jearn how colleges differ from high
schools, how college is organized, and what expectations
professors have of students, They also will profit from
leagning mote about theix learning styles vecsus the teach-
ing styles of their professors, The culture of college con be
waught in many ways: during orientation, in freshuman sem-
inars, and in srady skills courses and centers.

The freshman seminar. Since the 1 B80s, fresh-
man otientation serinars have been @ successful structute
within which new students, especially first-generation
students, have been taught the culture of higher educa-
tion. Currene research conducted by our center has detec
mined that appoximately 70 percent of American
colleges currently offer these courses.

Creation of common experiences. Because
first-generation students often fecl they have lietle in
common with other students, it is important t0 bring
all students together in rituals, convocations, precoliege
summier reading experiences, common courses with
common reading—all in an effort to ereate common
experiences for all studenss.

Pasitive tites of passage. We must sirive further
to end three cenvuries of negative hazing rituals for new
students, First-genexation students do rot adapt well to
these, Rather, we need to provide dignified, celebratory
welcomes where we make positive predictions, thus end-
ing the centuries-old tradition of urging students to
“look to the lefc and look to the tight'* and telling them
that those indicated won't be here four years later.

[Fi-LERE R < § ] e

More time on campus, Increased tme, effort,
and commitment on campus correlates with enhanced
student retention. Anything we can do to increase the
amoune of time that new college students spend on
cantpus—~in study groups, in the library, in cocurricular
activities, and especially in living and working on cam-
pus—will enhance their probability of success.

Early warning alert systems, Because first-
generation scudents may be more likely to encounter
academic (and personal) difficulty carly in the firse
term, campuses necd o maintain an early warning
alert system. This can be an important partnership
effort between academic and student affairs profes-
sionals.

Appropriate counseling and mentoring
programs. The hopes and dreams of first-generation
students’ families ofien weigh heavily on the students
during the first college year. Many students will need
help in managing stress and in sorting out their feel-
ings.

Campus involvement programs, Joiners ar¢
stayers, Wa know that students who join groups stay in
college longer and are more academically successful.
Organized forms of campus involvemnent provide first-
generation students with rolc models who understand
and are committed to the academy.

Faculty and staff development. Institutions
have a responsibility to provide comprehensive demo-
gtaphic information on their students for the faculey and
staff who educate these students, Educators will be more
effective with these students if they have a bewer under-
standing of their culture, hopes, dreams, and fears and if
they have knowledge of successful interventions else-
where in higher education that jncrease first-generation
student success, An excslient way to accomplish his is
to link faculty and staff development with teaching
new-student seminars that involve first-generation col-
lege students,

This list is certainly not exhaustive and its brevity
leaves much unsaid. But the campus that intentionally
pursues these iniclatives will go fat toward enhancing the
success of first-generation college students. Demo-
graphic realities demand that we pay more atrention to
these desecving 3nd interesting students—on whom we
are becoming more and more dependent.
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THE SENIOR YEAR EXPERIENCE

John Gardner, known for his work on the freshman year experience,
is now turning his attention to seniors. We have a practical and a moral
imperative, he says, to give them our best before we send them on their way.
Here’s what that best might look like.

Dealing with student credit card debt, making room for spiritual diversity, and more. ..




Higher education needs to do a lot more for seniors than simply hand them a

diploma. We have a moral obligation to define and improve the senior year experience

to ensure student success after graduation. Here, the architect of the freshman year

experience explains why seniots now deserve our special attention and what it would

take to give it to them.

ENIORS, our soon-to-be-graduates, are Ameri-

can higher educaton’s frequent flyers. They have

logged the most miles with us, been the most
loyal, and spent the most time with us. Even though
other carriers may have tempted them, they have stayed
with us. Our frequent-flying students have been our
bread and butter; they have generated the biggest por-
tion of our gross revenues, and many of them will bring
future fiyers to us as well,

And much Lke America’s frequent flyers, our
seniors often get treated badly even though, or perhaps
because, they are our best customers, and we can surely
take them for granted. Or can we? Will they rush out
and join our alumni associations? Will they refer other
students? Will they encourage their children to become

5

“legacies?” Will they write the beloved alma mater into
their wills? When they are elected to the state legisla-
ture, will they remember the support and benefits they
received from the beloved alma mater?

Just as the major airlines have continued to squeeze
their best customers by raising prices, reducing flexibil-
ity and perquisites, and limiting the amount of carry-on
baggage allowed, so we find campuses engaging in
practices constituting benign, or even malign, neglect.

John N, Guardner is executive director of the National
Reesource Center for the First-Year Experience and Students
in Transition at the University of South Carolina ac

Columbia, He welcomes responses and inquiries by phone at
803-777-3840 or fax at 803-777-5405,
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As institutions of higher education face increasing
scrutiny, a growing circle of educators and
prospective employers has joined me in saying that
colleges need to do more for seniors than simply

confer a diploma upon them.

Examples include charging graduating students for
diplomas, caps and gowns, and transcripts after some of
those students and their families have already invested
over $100,000; scheduling insufficient numbers of core
and major courses needed for graduation and neglect-
ing to provide seniors with registration priority (giving
them preferential access to classes needed for timely
graduation); evicting graduating seniors from residence
halls the day they graduate; neglecting to provide ade-
quate officially sponsored celebratory recognition
ceremonies and instead providing mob scene com-
mencements designed with no student input, soon to
be hastily forgotten; charging seniors for admission into
the Alumni Association and soliciting them with a first
“ask” before they have even left the campus; failing to
provide appropriate “capstone” intellectual experiences
in the major to demonstrate to students and faculty
alike an exhibition of mastery; and failing to address
seniors’ needs for information and support to help
them deal with their concerns about personal finance,
relocation, family interactions, and major life decisions,
such as mate selection and child rearing.

As college seniors leave their undergraduate careers
behind, these new alumni will face the complex demands
of a new economy, ever-changing technology, an increas-
ingly diverse America, and a demanding, fluctuating, and
highly competitive job market. Given these realities, are
today’s college graduates adequately prepared to address
the challenges of the future? Are they prepared to enter
or reenter the world of work or graduate or professional
school? Are they prepared for leadership roles in their
organizations and communities? Are they prepared for
the inevitable decisions involving family obligations and
personal finance? On the basis of their undergraduate
experiences, will today’s graduates embody a sense of
responsibility and obligation to support the future devel-
opment of our institutions as alumni?

Several decades ago, as high school enrollments
declined, college educators became interested in
improving student recruitment and retention. As a part

of that effort, educators began to define and champion
“the freshman year experience” by studying the transi-
tion needs of entering students and identifying factors
that contributed to success in college. Now, as institu-
tions of higher education face increasing scrutiny from
the general public, legislative bodies, governing boards,
accrediting associations, and students and their families
in regard to the real and perceived value of postsec-
ondary education, a growing circle of educators and
prospective employers has joined me in saying that col-
leges need to do more for seniors than simply confer a
diploma upon them. Some believe that the senior expe-
rience must also be better defined and improved and
have stated that higher education has a moral obliga-
tion to pay more attention to students’ preparation for
practical success beyond graduation. I have been
attempting to orchestrate a national conversation
about the needs of seniors since 1989, when I began to
organize my center’s National Conference on the
Senior Year Experience. In this article I present the rea-
sons why it is critical that we turn our attention to
seniors and then detail what campuses can do to
improve the senior year experience.

WHY SENIORS DESERVE
OUR ATTENTION

Seniors have high expectations. Because they have
invested so much time and energy and so many
resources, seniors and their families have high expec-
tations. Seniors expect that finishing their degree will
be a big deal—an exciting, satisfactory, rewarding, and
celebratory experience. They also expect that it will be
the ticket to a high-paying job and an immediate
improvement in living standards and that it will pro-
vide the means to repay the student loans they have
accumulated. It is very clear that we need to deliver
on these expectations.

As students in transition, seniors have special
needs. During students’ final months as undergraduates

6
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they finish required course work, apply for graduation,
and prepare for an unknown furure, Whether they are
aware of it or not, these students are moving through a
time of personal transition. While the transition issues
for some graduates may be larger or more complex
than for others (because of different personal charac-
teristics such as age and experiential background), the
senior year is particularly critical to student develop-
ment because of the need for all students to reflect on
and make meaning of the undergraduate experience.

iIn the senior year, special emphasis needs to be
placed on helping students cope with impending
change, assisting them in becoming aware of how vari-
ous aspects of their lives have contributed to their devel-
opment as learners, and enabling them to make
connections between their academic experience and
future plans, While there appears to be a general accep-
tance of the need for specific interventions to help stu-
dents successfully make the transition into college, the
problems and needs associated with the transition out
of college have received little attention from college and
university personnel, let alone researchers.

Seniors are our last chance. There is mount-
ing evidence that while colleges are doing a very com-
petent job of producing students with the requisite
cognitive skills, they are not doing as good a job of pro-
ducing graduates with certain important behavioral and
attitudinal skills and with the competencies demanded
by employers. The senior year is the last window of
opportunity to address this potential deficit before stu-
dents leave our custodianship.

Seniors will soon be our alumni. We need the
support of these soon-to-be alumni more than ever
because of increasing costs and reduced state and federal
support. Economists estimate that between now and the
year 2040 more than 10 trillion dollars in assets will

have been handed down by parents to their children.
These inherited assets may then be available for poten-
tial distribution to offsprings’ favorite charities, such as
their alma maters.

While diverse in age, ethnicity, experience, and
individual interests, graduating students also share
common characteristics. What has been most striking
to me during my research on the senior year has been
the consensus that has developed among the scholars
and practitioners I have consulted. The consensus is that
the most basic need of seniors is for oppertunities for
reflection on the meaning of the college experience,
integration and closure, and holistic support during the
transition to post-college life. The senior year experi-
ence provides a vehicle for raising campus consciousness
about addressing these long-neglected issues.

IMPROVING THE SENIOR YEAR
EXPERIENCE

‘ x JHEN I REFER above to “the senior year expe-
rience,” I mean a variety of initiatives in the
academic and cocurricular domatn that, when imple-
mented in 2 coordinated effort, can promote and enhance
learning, satisfaction, and a successful transition during the
final quarter of the baccalaureate educational experience.
1 draw on my work with other scholars and practiioners
to outline a set of recommendations that together make
for such a coordinated effort:

Create a high-profile campus task force to
assess the current senior year experience, make
recomumendations for improvement, and monitor
the change process. Change does not occur on a col-
lege or university campus without a compelling reason,
The value of data collection documenting deficiencies
in meeting senior needs and expectations on 2 campus

While there appears to bea general acceptance

\_;of the need for spe(:l{:lc mterventions to help students
successﬁuﬂy make the transition into coﬂege, the
problems and needs associated with the transition out
of college have received little attention from college

and university personnel, let alone researchers.
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cannot be underestimated in establishing a senior expe-
rience effort. The task force should ideally represent all
stakeholder groups. An outstanding model for such an
assessrnent, change agent, and oversight group has been
developed at the University of Maryland. Further infor-
mation on this can be obtained by contacting William
Thormas, vice president for student affairs.

Institute mandatory capstone experiences.
These are primarily, but not exclusively, summative cur-
ricular strategies that help synthesize basic themes of
general education. They might include, but certainly
aren’t limited to, final projects, theses, recitals, senior
serninars, or internships, I recommend that such expe-
riences be incorporated into every academic major and
that they be mandatory for all graduating students. On
the basis of my own experience developing University
401, the new capstone course at the University of South
Carolina, I suggest the following possible goals for cap-
stone transition seminars:

1. Study transition in the senior year experience.

2. Prepare students for transition during and
after the senior year.

3. Have students engage in analysis, self-
assessment, and reflection about the mean-
ing of their total undergraduate experience.

4. Have students demonstrate what they have
learned from their liberal arts and general
education courses and demonstrate the inter-
relationship between at least two disciplines.

5. Have students demonstrate what they have
learned in a career planning process that
will be provided in this course,

6. Have students prepare a portfolio that doc-
uments and portrays what they have
learned and how they have developed in
college, academically and personally.

7. Allow students to participate in an academic
support group of fellow students in which
they receive instruction, support, and feed-
back from their instructors and classmates
and in which they provide the same to them.

8. Encourage students to consider holistically
a variety of issues to be faced in the process
of leaving college. These issues will be in
the following possible dimensions: personal,
social, vocational, spiritual, political, civic,
financial, practical, philosophical, psycho-
logical, and physical.
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These efforts can be intentionally designed into
capstone seminars or noncredit learning experiences,
such as special counseling and advising groups, residence
hall programming, career planning workshops, and
alumni mentoring and work-shadowing efforts. 1 believe
an especially productive and useful type of group sup-
port may be the creation of special senior seminars
designed to be analogous to freshman seminars in
addressing student transition needs holistically.

Pay special attention to rituals, ceremonies,
and celebrations. Rituals such as commencement
represent a unique opportunity to make students feel
special and to help them leave the campus feeling posi-
tive about the institution and the time and money they
have spent there, Senior rituals also present a marvelous
opportunity for reflection, integration, and closure.
Clearly, we need to make the most of these opportuni-
ties. In addition, it may be necessary to pay more atten-
tion to unofficial nonsponsored senior rituals, some of
which may bring harm to students or unfavorable
publicity to the institution. At the very least, there needs
to be a standing committee responsible for commence-
ment(s) and other rituals for departing students. Sucha
group must have representation from the faculty, student
affairs, student governance organizations, and appropri-
ate administrative offices.

Departing ceremonies, rituals, and customs also
provide an outstanding opportunity to link new gradu-
ates with alumni and to instill a sense of ownership and
responsibility for the campus’s future. Practiioners wish-
ing to improve senior rituals and celebrations need to
make sure that campus practices unify the sendor class;
recognize achievement; cultivate loyal grads; encourage
students to reflect on the meaning of their experience;
and ease the transition to life after college.

Cultivate alumni before they leave the cam-
pus. Students need to be aware that their alma mater
needs alumni for more than simply giving money. Here
is another opportunity for positive contributions and
new initiatives from an appropriate task force. Senior
capstone courses can be an ideal curricular vehicle for
consideration of the roles, responsibilities, and possibil-
ities of alumni status. Another useful vehicle is the cre-
ation of a student-alumni association or group——that is,
a group of currently enrolled students working with
current alumni on institutional improvement. The cre-
ation and maintenance of “young alumni” groups and
chapters can provide a bridge for anxious new gradu-
ates entering new communities and situations of work.

Evaluate the services provided by the career
center. Because of the absolute necessity of having a
dynamic, effective, successful, supportive career center, [
recommend 2 special focus on, and assessment of the
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~ My Educational Philosophy

John N. Gardner

To do any significant, focused work in higher education, each of us has to have an
individual philosophy of education, which contains certain core value positions and
beliefs. Here is mine, for example, which is my basis for my efforts to improve the
first college year. | do not mean this to be a proscriptive recitation, instead, merely a
catalyst for your own thinking.

1.

Successful access to and attainment in higher education is the principal
channel of upward social mobility in the United States.

Rates of failure and attrition are unacceptable and represent an enormous
waste of human resources and capital. The largest amounts of failure and
attrition during the college experience take place during or at the completion
of the first year (or the equivalent thereof).

Necessary changes in pedagogies, policies, and curriculum must be based on
sound assessment practices and findings, but this assessment must be mission-
related and must pay appropriate respect to the vast diversity of American
postsecondary institutional types. Institutions want and need to be able to
compare their performance in the first college year with peer institutions
and/or with aspirational groups in terms of learning outcomes vis a vis
recognized, desirable standards.

The public demand for accountability is increasing and will continue to do so.
In order to satisfy this demand, campuses must have more data on their
student characteristics, what those students experience in college, how and
what they are learning, and whether they are improving and receiving value-
added knowledge and experiences.

Any efforts to improve the beginning college experience must be more
connected to the K-12 pipeline than they are today. Although there are many
notable efforts, the pre-college and college experiences are still largely
unconnected.

Any effort to more seriously improve academic success during the first college
year must involve more of the faculty and must be legitimized by the
disciplinary cultures and bodies which measure and determine the criteria for
success and advancement of faculty in their subcultures. A central issue is
faculty resistance to change and the resulting need to vastly increase facu Ity
buy-in to these proposed first-year initiatives.




10.

The roles of campus chief executive, chief academic and chief financial
officers, and trustees are also critical for mobilizing institutional change, for
determining priorities, and for finding and allocating necessary personnel and
fiscal resources; more attention must be paid to the knowledge of the first
college year possessed by these four leadership categories and how they act
upon this knowledge. In addition all important campus middle managers—
deans and department heads—who either promote or inhibit change, must
also be addressed in like fashion. Another key cohort is the institutional
research professionals and other colleagues who are responsible for
assessment and reaccreditation seif-studies.

The most dominant perception held by the public and its elected
representatives in terms of where responsibility for college student
learning/failure rests is that the problems we face in higher education
attainment are most fundamentally due to the failure of college students to
take sufficient responsibility for their own learning, Pat Callan’s National
Center for Public Policy and Higher Education, in its 1999 report “Taking
Responsibility,” stated the following: '
We also found agreement on what these leaders take to be the most
serious problem facing higher education. For these leaders, the real
obstacle is not the price tag, but the fact that many students are not
sufficiently prepared to take advantage of a college education . . . the
most critical factor in higher education is the responsibility taken by
students themselves.
While we recognize the enormous importance of student responsibility as a
basis for their learning, we will not join in full agreement this chorus of student
bashing and blaming the victim. Instead, we believe that responsibility has to
be jointly and equally shared by the postsecondary institutions that have
admitted these students and by the students themselves,

The first college year should be transformational; pedagogies of engagement
are known, necessary, and desirable, and student learning in the first year also
must be tied to issues of civic concern.

The foundation of all the outcomes we desire from American higher
education, for better or worse, is laid in the first college year. Unfortunately,
most campuses have very little research-based data on the effectiveness of
their first college year, and thus more assessment of that year {and the tools to

do so) is in order. '










John N, Gardner
University of South Carolina

Remarks by John Gardner for His Retirement Reception
September 17, 1999

Good evening ladies and gentlemen. Thank you for being here tonight and for your
willingness to honor the University's efforts on behalf of providing more support for our
own freshman students and therefore enhancing the freshman year experience throughout
American higher education and beyond. As I've learned from my relatively recent work
in my latest manic binge, The Senior Year Experience, there are four basic themes which
must especially be addressed for departing students, our seniors, and [ think these four
themes are relevant to this occasion tonight and to my remarks. These are the themes of
integration, reflection, closure, and transition.

First a few words about purpose. As I understand the intent of the organizers was in part
to respond to my own request for the focus of this evening. We had a number of
purposes:

i. To reflect on the origins and accomplishments of the University 101 freshman
seminar here at USC,
2. To reflect on the origins and accomplishments of the international freshman

year experience movement led by USC,

3. To celebrate our accomplishments,

4, To come together in a sense of University System-wide faculty and staff
community.

5. To allow me an opportunity to bring together so many of my friends and
colleagues over the past 32 % years.

6. To bring all of us together to renew our commitment to the concept of student

success and add to our collective belief that we really are a great University,
more than an outstanding local, state, regional institution - an international
University with an international reputation.

7. For me to allow you to meet the people who have made me look good for
these many years (my 101/FYE Center staff).

8. And finally, to give me an opportunity to thank a number of people. This list
will not be exhaustive, but it will be thorough.

That's been one of my trademarks here, why should I change now?

First, some comments on University 101. You all know this is our nationally acclaimed
three credit hour, letter graded freshman seminar course. We are now in our 28th year.
We have taught over 50,000 students at USC Columbia and thousands more on the other
campuses of the University. We have become a prototype for a course that is offered
now at hundreds of campus in the United States and beyond. We started in the aftermath
of a student riot in May, 1970. Students stormed the administration building and gave the
University's 23rd president, Thomas F. Jones, an opportunity for what he later liked to
describe, as an "opportunity for reflection on the meaning of student behavior." It




was that University president that moved the University forward to make an
extraordinary commitment to its first year students. While I am often incorrectly given
credit for starting University 101, Idid no such thing. This was really the brainchild of
Thomas F. Jones, who created a visionary group of faculty and administrative staff who
worked with him on a task force to take a careful look at the freshman year with the
hopes that we might create a next generation of students who wouldn't want to riot and
trash the campus. I was called one day in July, 1972 by President Jones who invited me
to participate in a workshop. He asked me if he could count on me and I said, this being
a month after Watergate, "yes sir as long as it's not illegal or unethical." He laughed and
then he told me that if I liked this workshop, I would be invited to teach a course. When I
asked him what the course would be about, he said that "I didn't need to know that

now, I would learn that in the workshop." Off 1 and 24 others went to a workshop of
three weeks duration, three hours an afternoon, five days a week for three weeks.
Seventeen out of the twenty-five of us taught University 101 for the first time that Fall
1972. Two years later, before the era of Affirmative Action was ushered in, I was
contacted by an emissary from President Jones, two weeks before he left USC, and

asked if T would like to become the director of University 101. I later learned that I was
his third choice. The other two were tenured and had the good sense to say "no." My
start then was rather inauspicious, My arrival in South Carolina had been even more so. 1
arrived here on January 10, 1967 on active duty of the U.S. Air Force. 1 was a psychiatric
social worker working in the base hospital at Shaw Air Force Base. Twenty-four hours
after arriving, I was clearing into the Base Education Office and was asked by the
education officer if I would like to do some college teaching. Told him I didn't know. I'd
never thought about becoming a college teacher. He asked me if I had any family in
South Carolina, if T was married, and if I had a day shift job. When he learned that I did
indeed have a day shift job, had no spouse, no significant other, no family in South
Carolina, he said, "what do you have better to do then teach in the evening and earn a
little extra money?" He added not parenthetically that "we're desperate for teachers." As
Sid Varney was fond of reminding me years later if I had applied for a job in any other
time in USC's history, I wouldn't have been hired. 1didn't have the credentials.

Anyway, that's how I got my start as a part time adjunct teacher teaching courses first at
USC Lancaster in the spring semester 1967. 1 will be eternally grateful of the students
and community of Lancaster for giving me the gift of epiphany. It was there that [
realized when I stopped to analyze why I was having more fun teaching than anything I
had done in my young adult life, and I mean anything. Teaching South Carolina students
was the opportunity to do the four things I loved to do the most: talking, reading, writing,
and helping people. If it had not been for that initial experience, I'm sure I wouldn't have
continued in higher education as a vocation. After completing my tour of active duty in
October 1968, I took a full time job for two years at Winthrop College. I was fired at the
beginning of my second year for my great teaching, great student repport, and left wing
political views. The University of South Carolina long a bastion of liberalism, promptly
hired me back. I was appointed as an Instructor of History in the College of General
Studies, September 1, 1970. It has been an incredible ride.

Now I would like to give appropriate thanks.
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To Thomas F. Jones, the 23rd President of the University of South Carolina, may
he rest in peace, for having the vision to create University 101 and the willingness
to take a gamble on a young faculty member, John Gardner, He was an
inspiration for me until he died in 1981. Three weeks before that horrible death,
Sid Varney and I flew to his office on the campus of MIT where I swore a blood
oath pact that I would do my best to keep the spirit of University 101 alive for the
rest of my natural life.

W.H. Patterson, the 24th President of the University, may he also rest in peace. 1
want to thank him for his objectivity and for giving me a chance to prove that
University 101 could indeed accomplish its objectives and bring great benefit to
the University. I also want to thank him for reading a very long memo I sent him
in 1974, some 21 pages, in which I laid out what I wanted to do with University
101 if only he would give me a chance. He let me know that he had read the
memo but that it wasn't necessary to write him at such great length in the future.
As you can see, I've learned that lesson well.

My first provost, Keith Davis, for giving me a direct order to get out of Columbia
and sell the freshman seminar USC concept to American higher education. And
also to Keith much more recently, for carrying the torch forward to develop a
meaningful senior capstone seminar, University 401, in the Department of
Psychology as a prototype for the rest of the University to emulate.

To the USC TRIO programs for introducing a number of innovative techniques
that greatly increase the success of at-risk South Carolina students, especially in
the Upward Bound Program. And also to the TRIO programs, especially Upward
Bound, for giving me the opportunity to teach in Upward Bound for four
summers, a profoundly influential teaching experience early in my career.

To the late Nicholas P. Mitchell, Dean of the College of General Studies and his
#2 John J. Duffy for hiring me in the first place back in January 1967. Since then,
I've been at every rank in the University.

To H. E. Varney for instilling in me that my highest oath of loyalty and service
must be to South Carolina first - a true educator of the people in the best sense of
the 20th century American educational populism.

And also to H.E. Vamey and my former wife, Donna Gardner, for encouraging
me to become the first faculty director of University 101,

To my colleagues in Applied Professions and the greater University faculty for
tenuring and promoting me originally in 1976 and then again in 1981. No greater
form of respect can a faculty member learn from his colleagues.

To my three Deans in Library and Information Science, Bill Summers, John
Olsgaard, and Fred Roper, and to my loyal and supportive faculty colleagues in
the College of Library and Information Science for inviting me to join them in
this pioneering, innovative, and humanistic educational unit and for allowing me
to contribute.

To John Duffy for inviting me to join the Regional Campuses as his Vice
Chancellor for academic affairs, a position in which I served from 1983 to 1996.
And also to John Duffy for teaching me to do two things first and foremost. 1)
Make decisions as if I were going 1o stay at USC for the rest of my career and
could live with the consequences of those decisions. 2) For making the primary
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19.

criteria for our decision making - what's best for the people of South Carolina and
USC not necessarily for our own particular units. To understate the matter, John
Duffy had a profound influence on my development.

. To my former Provost, Frank Borkowski, for supporting me in many ways

including and especially on the founding of our National Resource Center for The
First-Year Experience and Students in Transition in 1986,

To former President James B. Holderman for giving so many of us the courage to
overcome South Carolina's massive inferiority complex and dare to be the very
best at what we did.

To Provost James Moeser for allowing our Center to broaden its mission beyond
freshmen to what we've come to call Students in Transition which include transfer
students, senior students, and even those in the sophomore slump. Also to James
Moeser for blessing my initial impulse to develop a senior capstone pilot course
in 1994,

To Winona Vernberg, the first and only woman I worked for over my entire
career at the University, a special thanks for her special breed of immediate, non-
deferred, decisiveness, and for encouraging me to do the right thing for myself
and others. I had some very tough personal choices to make that I couldn't have
made without her. She gave me wonderful backing and I wished I had worked for
a woman like her at an earlier point in my career when I might have had longer to
enjoy it. Thank you Winona.

To Provost Jerome Odom, Associate Provosts Don Greiner, and John Olsgaard. 1
have never worked for three more competent and compassionate individuals who
love this University of ours, To Provost Odom for supporting my unit in one of
the most crucial decisions in our 28 year history. What an honor it has been to
work for an academic I respect so much. For being an example of institutional
loyalty, instructional and research excellence. Also to Provost Odom for really
encouraging me on the University 401 concept.

To Associate Provost Don Greiner for really integrating University 101 into a
larger more comprehensive set of undergraduate initiatives. For being really open
to seeing what he could learn from the scholarship of our Center and providing,
finally, a coherent rational for undergraduate reform initiatives and
simultaneously pursuing higher standards and academic excellence.

To Associate Provost John Olsgaard for being the key administrative, continuing
link who provided invaluable support for large and small units including my little
unit for over ten years, a pillar stability in a large context of frequent
administrative changes.

To a number of members of the University's Board of Trustees who let me know
throughout my career here that our work with University 101 and our South
Carolina freshmen really mattered to them and that they really wanted me to stay
focused on these students.

To my faculty and staff colleagues on the Regional Campuses who are among the
least self-serving and dedicated higher educators I've ever met and who have
earned a true and appropriate appreciation from their citizens and community.
You folks in Columbia just can't believe how much they love us out there in
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Sumter, Beaufort, Hilton Head, Lancaster, Union, Laurens, Aliendale, and
Walterboro.

To my colleagues on the USC Columbia Faculty Senate who I served for six years
as Senator and three years as Secretary. Who taught me that at this great
University, it is truly possible to have a collegial partnership with the
administration for the governance of this institution,

To President John Palms, our 26th president for having both the vision and
courage to be the only State agency head in South Carolina to exhort not only
members of the USC family, but citizens and communities all over the State to
help us be one of the top Universities in the United States and not to settle for
being at the southeastern average. Not to settle for being poor and second or third
rate. Let us recall when we think of John Palms in the regard, the words of John
West in his inaugural address as governor in January 1971 when he said the
greatest threat to South Carolina's future was "the tyranny of limited
expectations." John Palms has not allowed that to happen to us. I also want to
thank him for allowing me to pass his interview test in March 1991 and for
making undergraduate education a higher priority here than it has been at any
other time during my career. And also to John Paims for being such a marvelous
example of the Greek adage of sound mind, sound body. For encouraging me by
his example of not to give up my own regimen of physical fitness no matter how
busy I was. While I never dared challenge him on the racquetball court, I want
you to know I did top his time on the treadmill stress test. But that's the only
thing I've topped him on. And finally, thank you John Palms for appointing Jerry
Odom as our chief academic officer. Thank you President Palms.

To my faculty and staff colleagues of USC who have participated in University
101 facuity trainings over these past 28 years and who have taught University 101
and now University 401,

To my colleagues of countless University units who have developed partnerships
with University 101.

To the staff of USC Columbia who really taught me how to be a good
administrator and who really make the place work.

To my most beloved colleagues in our University 101 and FYE Center. Jerry
Jewler who served as Co-Director of University 101 for six years after surviving a
coronary by-pass surgery. To Dan Berman who also joined me after a major
surgery and has served with me for ten years and for his willingness now to give
up his great love of teaching film criticism in Media Arts to devote himself 100%
to building on my work for a quarter of a century. I know he will further improve
this great model program we have built here. To Stuart Hunter who was my
principal administrative partner for sixteen years and who succeeds me as chief
administrator of our National Center and who is as outstanding an administrator
as any I have worked with in all my years, and whose judgement, fairness, and
organizational skills made possible the achievement of my vision for the freshman
year experience movement. And to my beloved colleagues, present and past, on
the staff, especially Vicky Howell and Penny Smoak who cleaned up after me for
19 and 13 years respectively, Michael Miller, Joan Kirkpatrick, who continues our
tradition of keeping track of every red cent so we maintain our record of no audit




exceptions. Ann Jennings our wonderful graphic artist. To Nina Glisson, our
Conference Coordinator who has stayed with us for 13 years. I hope she never
leaves. To Dorothy Fidler who had the vision and ability to found our publication
series and Betsy Barefoot who won the mainstay at directing our research and
publications activities for the past eleven years. There are a great many
individuals out there tonight that I will thank individually and privately in
addition to those aforementioned.

Finally, a few words about the future. University 101 is 28 years old and is still growing
and learning how to more fully achieve its potential. We are a service unit to the USC
Columbia schools and campuses and to the University's Regional Campuses. Eighty-five
percent of our students are now enrolled in discipline specific sections for the Colleges.
We will continue to help the academic units make their own first-year students be more
successful in their majors. The demographic trends in the pipelines in South Carolina
suggest that even as we raise our academic admissions standards, South Carolina
freshmen will need University 101 more than ever,

In addition, due to the impact of performance funding, the importance of enhancing
retention, graduation rates has never been greater. In 1994, we started University 401,
Senior Capstone Seminar, which was given permanent approval by the USC Columbia
Faculty Senate on April Fool's Day 1998. We now have University 401 courses in the
units of Psychology, Education, and Journalism and new offering sin the process of being
developed in Engineering, Applied Professions, and pre-professional programs for pre-
medical students. Given the importance of creating even more loyal and supportive of
alumni who will support the Capital Campaigns of the future, we will need University
401 even more which we would not have had were it not for Jerry Odom, Don

Greiner, and Keith Davis, the Department of Psychology and John Palms, Too, the latter
who kept getting letters from influential donors to have the University do more to make
seniors ready for the real world, and kept nudging Jerry Odom and me.

I'm also pleased to say that I leave my beloved National Resource Center in a position of
great strength, This past year we had a record year. For example, our annual conference,
our 18th in a row, was up 50% in attendance. We're now holding our breath on the
NAACP flag boycott. I hope many of you out there will work hard to persuade your
legislators to take that flag down. It's hurting all of us. It's having a negative effect on
many other great things this University can and must do. This past year, our
teleconferences reached 8,000 people due to our stellar partnership with DEIS. Our
publications reached 4,000 subscribers, thanks to the work of Dorothy Fidler and Betsy
Barefoot and their great team. Dorothy incidentally also retired with me June 30" along
with her beloved husband, Paul. She is staying on as our Journal editor.

A few words about my own personal transition, I am moving to Brevard, North Carolina
where I'm now in the final stages of building a dream house on a mountaintop. I wanted
to live in a somewhat cooler place and enable me to give my successors whom I leave
behind the freedom they deserve in my literal absence. But I'm not really going away,
thanks to Provosts Odom, Greiner, and Olsgaard. I have been reappointed by them as




Senior Fellow in our Center and I will continue to provide advice, counsel, vision,
commitment for our conferences, teleconferences, publications, and University 101, In
my new role, I will serve in the role of corporate memory and I will continue to work

to develop more versions of University 401. I didn't create University 101, 1 just kept
that alive. But I did create University 401 and have much to do yet to develop its
potential. I will also continue to work to bring new partnerships to our Center and to the
University for new strategic alliances. There's also some probability I'll be taking on a
full-time project for a major foundation focusing on freshman year experience assessment
issues. Regardless of the outcome of that potential project, I will be working 100% on
my great passion, the freshman year experience.

Finally, I want to thank the people of South Carolina for being such great and
appreciative students, colleagues, and supporters. For being so accepting of this
Connecticut Yankee. I'm especially thankful to this University for giving me a chance
for 32 years to do anything I was willing to work hard to achieve, This place has been
my foundation, my platform, my family, my inspiration, my support group. I could
always count on Carolina never letting me down. There is no friendlier, more
nurturing place on the face of my earth. I am so glad I stayed here and could never get
another job. I thank all of you and I hope you will help my colleagues keep University
101, University 401, and our National Center flourishing. They will serve you well.
They need you. 1 know you will be there for them Jjust as you always were for me. Like
me, they will be there for you too.













Empirical Measures of the Impact of the Work of John N. Gardner

Prepared for Provost Brian Foster, University of New Mexico

Establishing the national and international workshops, seminars,
teleconferences offered by the National Resource Center for the First-Year
Experience and Students in Transition at the University of South Carolina
which I founded in 1986: We have offered a total of 103 professional meetings
of these types attended by 74,548 higher educators from nations all around the
globe.

Establishing a national publishing house and developing a literature base on
the topic of the first year experience and students in transition: Again
through the National Resource Center, we have institutionalized the country’s
only academic publishing house which focuses exclusively on the topic of the
first-year experience and other students in transition. Cummalitively this
represents production and dissemination of some 33 monographs and books, 10
other center publications including the only blind referee journal in the field, the
Journal of the First-Year Experience and Students in Transition,12 teleconference
videos, and 3 instructional videos. Each year approximately 4,000 individual
orders are placed for these publications, We can reasonably assume that each
publication order is used in some fashion by multiple individuals suggesting a
significant further impact.

University 101, The First-Year Seminar at the University of South Carolina
at Columbia: This course of which I was the first faculty director, who served
in that capacity for a quarter of a century, will be offering classes this year for its
31" year of existence. Through the fall semester one year ago the course had
enrolled over 52,000 students. Research done over many years on the outcomes
of this course suggest that students who participate in this course are significantly
more likely to return for a second year of college and to ultimately graduate from
the University of South Carolina than students who do not enroll in University
101.

Concepts developed by Gardner and widely utilized in higher education:
The terms “First-Year Experience”, “Senior Year Experience”, and “‘Students in
Transition™ were all developed and coined by Gardner; they have been
universally adapted and permeated through the American and international higher
education lexicon. These terms are used on hundreds of college and university
campuses to describe specific programs offered for students. They are even used
now in announcements placed in various professional print organs announcing
positions open for application. The terms “the first-year experience” and “the
senior year experience,” developed by Gardner, were ultimately registered with
the U.S. Patent Office as licensed trademarks of the University of South Carolina.

Impact of Textbook Series: Gardner is the co-author with A. Jerome Jeweler
(also with the University of South Carolina) of the first text by a U.S. college




textbook publishing company (Wadsworth) to be utilized specifically for first-
year seminar courses. This work, College is only the Beginning, was published
in 1985 and has been followed by fourteen other Gardner/Jewler textbooks which
have been used by hundreds of thousands of American and Canadian college
students. Considering the adage that “imitation is the highest form of flattery,” it
should be noted that virtually every major college publisher in the country now
offers some type of textbook in this genre in emulation of Gardner’s original
work in establishing this new field of publishing,

6. Reports of ACE Survey: For a number of years the American Council on
Education conducted an annual survey entitled “Campus Trends.” A 1987 issue
of that survey reported 37% of the responding institutions indicated that they
were “taking steps to improve the freshman year.” By 1995, 87% of the
respondents indicated in the affirmative to that same question, This change and
dramatic rise is commensurate with the increase in activities of Gardner’s
National Resource Center for the First Year Experience and Students in
Transition to call more attention to the importance of the first year of college.

7. Wide spread Use of First-Year Seminars: The first-year seminar course, Univ
101, for which Gardner provided 25 years of leadership at the University of
South Carolina has been replicated by hundreds of colleges and universities. As
a result of this, now, according to the “Survey of Current Practices in the First
Year of College” conducted by the Policy Center on the First Year of College in
2000 by surveying 600 academic officers who were a representative sample of all
postsecondary institutions in the United States, is that 62% of community
colleges offer first year seminars and 80% of baccalaureate institutions offer
these courses for a total of 73% of all American postsecondary undergraduate
degree granting accredited colleges.

8. Philanthropic Support for Gardner’s Work: Since 1999 Gardner has been
awarded from private philanthropies $3,000,000 for the founding of a new
Center, The Policy Center on the First Year of College, and it is anticipated that
an additional $2,400,000 will be awarded for 2003-2004.

Brian, I could continue in this vein but I think this gives you enough to go on for your
letter. Let me know what else you need.




CONFERENCE HISTORY

# |Conference LLocation Date | # Part, | #Sess. | #Pres.|Hotel
FISCAL YEAR 1982-1987
{ |Annuval Columbia SC 2/4-6/82 173 25 27  |Holiday Inn
2 jAnaual Columbia §C 2/2-5/83 322 92 125 |Holiday Inn
3 {Annual Columbia SC 2/5-8/84 364 94 199 |Holiday Inn
4 (Anpual Columbia SC 2/17-20/85 476 158 225 |Radisson
5 jAnnuval Columbia SC 2/15-19/86 944 165 291 Radisson
6 |International Newcastle, England 7/T-11/86 228 139 211 |Polytechnic/Crest
7 |Annual West Irvine, CA 1/29-2/2/87 559 94 163  |Irvire Hilton
8 |Annual Columbia $C 2/21-25/87 800
TOTAL 3866 767 1241
FISCAL YEAR 1987-1988
9 |International Southampton 7/20-24/87 256 127 167  [Univ&Moat House
10 |Southwest Conf Tulsa, OK 11/19-21/87 177 45 85  |Westin
11 {Annual-West Irvine, CA 1/23-27/88 448 109 189  |Irvine Hilton
12 {Annual Columbia, SC 2/20-24/88 847 195 379  |Radisson
13 [Midwest Conf Oak Brook, IL 4/14-16/88 355 68 119 iHyatt Oak Brook
14 |Northeast Conf White Plains, NY 4/21-23/88 436 100 180  [Holiday Inn Crowne
TOTAL 2519 644 1119
FISCAL YEAR 1988-1989
15 |International Cambridge 4/25-29/88 212 116 94  iRobinson College
16 |Small College Pittsburgh, PA 10/2-4/88 258 44 184 |Pittsburgh Hyatt
17 [Canadian American Toronto 11/6-9/88 432 89 57 Hilton Intemational
18 |Community College Columbia, SC 12/4-6/88 165 3 92  |Mardott
19 |Annual West Irvine, CA 1/29-31/89 298 50 274  [|lrvine Hilton
20 |Annual Columbia, SC 2/18-22/89 660 130 105  |Radisson
21 [Northeast Conf White Plains, NY 4/6-8/89 215 43 87 Holiday Inn
22 iMidwest Conf Oak Brook, IL 4/13-15/89 222 45 Crowne Plaza
TOTAL 2462 553 893
FISCAL YEAR 1989-1990
23 |Intemational St. Andrews 7/10-14/89 163 93 131 {Univ. of St. Andrew
24 |FYE Conference Denver, CO 10/8-10/89 198 24 53 {Hyatt Regency
25 |Small College Cinciatti, OH 12/9-11/89 371 50 95  {Omni Netherdand
26 |Diversity Costa Mesa, CA 1/25-27/90 407 66 165  iWestin South Coast
27 {Annual Columbia, SC 2/17-21/% 759 121 234 |Radisson
28 |FYE Conference Austin, TX 4/8-10/90 213 43 74 Austin Marriott
TOTAL 2114 397 752
FISCAL YEAR 1990-1991
29 |Canadian American Halifax 7/22-25/90 239 63 110 |St. Mary's Univ
30 |Small College Baltimore, MD 11/11-13/90 217 49 75 Omni Inner Harbor
31 |FYE Conference Tampa, FL 12/2-4/9Q 133 38 55 Shearaton Grand
32 Diversity Long Beach, CA 1/31-2/2/M 271 47 102 |Shearaton Long Bech
33 {Annual Columbia, 8C 2/22-26/91 506 i04 191  |[Mardott
34 |Teaching Kansas City, MO 4/11-13/91 202 57 103 |Kansas City Marr.
TOTAL 1568 358 636
FISCAL YEAR 1991-1992
35 |intemational Cambridpe 7/22-26/9 106 63 98  [Robinson College
36 [Smalt Collepe Mystic, CT 11/7-9/91 244 35 68  |Mystic Hilton




37 |Annuat Columbia, SC 2/21-25/92 472 84 144 [Mardott Gov House
38 |Teaching Kansas City, MO 4/2-4/92 132 35 63 iHoliday Inn
3% |Canadian Amescan Victoria, BC 5/3-6/92 240 47 85 Univ of Victoda
40 iScience & Technology |Worcester, MA 6/11-13/92 116 28 51 Worcester Poly. Ins
Total Conferences 1310
Total RSITs 562
GRAND TOTAL 1872 292 509
FISCAL YEAR 1992-1993
41 |Small College Philadelphia, PA 10/25-27/92 91 19 23 |Penn Tower Hotel
42 | Annual Columbia, SC 2/19-23/93 473 72 133 |Gov House Mar.
43 |Undecided Forum Columbia, SC 2/20/93 Gov House Mar.
44 Leadership & LA Maretta, OH 4/16-19/93 149 49 64 Marietta College
45 | Diversity Forum Charleston, SC 5/27-29/93 150 Univ of Charleston
Total Conferences 863
Total RSITs 697
GRAND TOTAL 1560 140 220
FISCAL YEAR 1993-1994
46 |Intemnational Boston 7/10-14/93 203 34 50 Boston College
47 |Small College Oak Brook, IL 10/17-19/93 142 26 37 {iyatt Regency
48 Teaching Aslington, VA 11/18-20/93 124 29 41 Crystal City Marr.
49 | Annual Columbia, SC 2/18-22/94 537 100 170 |Adam's Mark
50 ) Athlete Forum Columbia, SC 2/18/94 65 16 19 |Adam's Mark
51 Disability Forum Columbia, SC 2/18/94 97 21 27 Adam's Mark
52 |Urban Campus Charleston, SC 6/2-4/94 129 24 47 Univ of Charleston
Total Conferences 1297
Total RSIT's 737
GRAND TOTAL 2034 250 391
FISCAL YEAR 1994-1995
53 |Intemational Dublin 7/18-22/94 172 69 104  [Dublin University
54 Leadership & LA Magetta, OH 10/7-10/94 104 30 47 Marietta College
55 {Small College Mianeapolis, MN 10/20-22/94 124 25 42 |St. Paul Airp. Hilton
56 |Annual Columbia, SC 2/17-22/95 667 142 252  |Adam's Mark
57 |Athlete Forum Columbia, SC 4/30-5/1/95 56 10 13 Embassy Suites
Total Conferences 1123
Total RSITs 204
GRAND TOTAL 2027 276 458
FISCAL YEAR 1995-1996
58 |Intemational York 7/11.15/95 129 65 N University of York
59 |Students in Transition }Dallas, TX 11/9-11/95 356 89 150  |Fairmont Hotel
60 [Canadian Amerdcan Toronto 12/3-5/95 262 52 29 Royal Yok Hotel
61 |Annual Columbia, SC 2/16-20/96 803 i21 275 |Adam’s Mark
61 {Diversity Forum Columbia, SC 2/17/96 62 17 32  |Town House Hotel
63 [Leadership & LA Mardetta, OH 4/12.15/96 89 28 41 Marietta College
Total Conferences 1701
Total RSITs 920
GRAND TOTAL 2621 iz 688
FISCAL YEAR 1995-1997
64 [International St Andrews. T/15-19/96 169 81 133 [Univ of St Andrews
63 [Students in Transition |San Antonio 10/23-26/96 283 64 162 [Crowne Plaza
66 |[FYE West Costa Mesa 1/18-21/97 223 32 51 Westin South Coast




67 | Annual iCohunbia 2/21-26/97 i 109 211  jAdam's Mark
68 |Meeting of Minds Teleconference-est viewers 3/25/97 945
68 |Prof. Devt Seminar Newark, NJ 4/11-12/97 129 Newark Radisson
Total Conferences 2526
Total RSITs 1120
GRAND TOTAL 3646 286 497
FISCAL YEAR 1997-1998
69 |International Warwick, England 7/21-25/97 155 46 103  [Univ of Warwick
70 |Students in Transidon |Oak Brook, IL 11/5-8/97 320 67 113 |Qak Brook Marr.
71 IFYE West San Diego, CA 1/29-2/1/98 372 53 92 Mission Valley Mar
72 |Annual Columbia, SC 2/20-24/98 821 127 262 {Adam's Mark
73 [Teaching Teleconf. 4/21/98 1824
74 |Changing Teleconf. 4/21/98 5454
Total Conferences 1668
Total RSITs 699
GRAND TOTAL 2367 293 =0
FISCAL YEAR 1998-1999
75 |Intemational Dublin, Ireland 7/20 - 24/98 267 91 202 |Univ. College Dublin
76 |Students in Trans-East | Adington, VA 11/11 - 14/98 215 38 62 Doubletree Hotel
77 |Students in Trans-West |Irvine, CA 1/20 - 23/99 303 67 128 |Orange Ciy Hilton
78 {Annual Columbia, SC 2/19 - 23799 1273 168 402 |Adam's Mark
79 |Leadership Addington, VA 4/9-11/99 124 24 54 |Crystal City Marrdon
80 |Retention Teleconf -estimated viewers 3/18/99 3570
81 |SYE Teleconference-estimated viewers 4/9/99 1057
82 |Leam Comm Teleconf -estimated viewers 4/19/99 2557
Total Conferences 9366
Total RSIT 91
GRAND TOTAL 9457
FISCAL YEAR 1999-2000
83 |Iatemational Edinbusgh, Scotland 7/26-30/99 303 135 219 |Univ of Edinburgh
84 |Students in Transidon St Louis, MO 11/10-13/99 325 58 121 St Lonis Apt Marrott
85 {FYE West San Francisco, CA 1/26-29/00 449 74 148 |San Fran Apt Marrioty
86 {FYE Aanual Columbia, SC 2/18-22/00 1095 184 195 |Adam's Mark Hotel
87 iBinge Drinking teleconf, - estimated viewers 3/16/00 1232
88 [Service Learning telecont. - estimated viewers 4/6/00 1067
89 |Partnerships teleconf. - estimated viewers 4/27/00 972
Total Conferences 5443
Total RSITs 151
GRAND TOTAL 5594 451 683
FISCAL YEAR 2000-2001
5% |Intemational Reading, England T/24-28/00 246 %0 186  {Univ of Reading
¥?/ |Students in Transition  |Cincinnati, OH 11/1-4/00 410 69 117 [Omni Nethedand
& 7 IFYE West Costa Mesa, CA 1/24-27/01 327 42 82  |Westin So Coast Plaz4
F:S Annual FYE Houston, TX 2/16-20/01 953 155 285  [JW Marriott
5 ¥ | Enrollment Mgt teleconf - estimated viewers 3/8/01 938
FYS teleconf - estimated viewers 4/5/0M 1934
[ Commoyter students - estimated viewers 4/26/01 1092




Total Conferences 5900
Total RSITs 202
GRAND TOTAL 6102 356 670
FISCAL YEAR 200:-2002
{ 9 {International Honolulu, Hawaii 7/9-13/2001 418 109 248  [Sheraton Waikiki
s [Students in Transition | OakBrook, 1L 10/27-30/01| 327 65 115 |Hyatt Regency Oak B
g FYE West San Francisco, CA 01/9-12/2001 249 40 80 San Francisco Airport]
‘A4 |Annual FYE Orlando, FL. 2/15-19/2001] 936 168 283 [Hyart Otlando
Jp4 [Retention Teleconf 3/7/02 dor’t have these #s yet
Assessment Teleconf 4/4/02 don’t have these #s yet
’Q Bemographies Teleconf 4/25/02 don’t have these #s yet
Total Conferences 1930
Total RSITs 170
TOTAL TELECONFERENCES 22642
OVERALL RSIT TOTAL 6253
OVERALL CONFERENCE TOTAL 45653
GRAND OVERALL TOTAL 74548










JOHN N. GARDNER
400 Skye Drive, Pisgah Forest, NC 28786.
Phone 828-862-8005, Fax 828-862-8006

Executive Director, Policy Center on the First Year of College
(Funded by grants from The Pew Charitable Trusts and The Atiantic Philanthropies)
Distinguished Professor of Educational Leadership
Brevard College, 400 North Broad St, Brevard, N.C. 28712
Phone 828-966-5309, Fax 828-883-4093
E-mail: gardner@brevard.edu

Senior Fellow, National Resource Center for
The First-Year Experience and Students in Transition
Distinguished Professor Emeritus of Library and Information Science
University of South Carolina at Columbia

Education,

Marietta College, Marietta, Ohio.1961-1965
Bachelor of Arts in Social Sciences

Purdue University, West Lafayette, Indiana. 1965-1966.
Master of Arts in American Studies

Honorary Doctoral Degrees.

Marietta College, 1985

Doctor of Laws, Honoris Causa
Baldwin-Wallace College, 1990

Daoctor of Education, Honoris Causa
Bridgewater State College, 1991

Doctor of Public Education, Honoris Causa
Millikin University, 1999

Doctor of Humane Letters, Honoris Causa
Purdue University, 2000

Doctor of Higher Education, Honoris Causa
Teesside University (United Kingdom), 2000

Doctor of Letters, Honoris Causa
Rowan University of New Jersey, 2001

Doctor of Humanities, Honoris Causa

Employment.

October 1999 - present. Brevard College, Brevard, NC




Executive Director, Policy Center on the First Year of Coliege
(funded by grants from The Pew Charitable Trusts and The Atlantic Philanthropies)
Distinguished Professor of Educational Leadership

1967-Present. University of South Carolina, Columbia,

1999 - present. Senior Fellow, National Resource Center for The First-Year
Experience and Students in Transition

1999 - present, Distinguished Professor Emeritus, Library and Information Science,
University of South Carolina

1974 - 1999. Executive Director, University 101

1986 — 1999. Executive Director, National Resource Center for The F irst Year
Experience and Students in Transition

1998 — 1999. Distinguished Professor of Library and Information Science

1983 — 1998. Professor of Library and Information Science

1983 — 1996, Vice Chancellor/Associate Vice Provost for Regional Campuses
and Continuing Education

1981 — 1983, Professor of Applied Professional Sciences

1976 - 1981. Associate Professor of Applied Professional Sciences

1972 — 1976. Assistant Professor of Applied Professional Sciences

1970 - 1972. Instructor, College of General Studies

1967 - 1968. Part-time Instructor, College of General Studies

1968 — 1970. Winthrop College, Rock Hill, South Carolina

Instructor of History
1969. Director of Counseling Services, Project Upward Bound

1966 — 1968. United States Air Force

Active duty, honorable discharge. Served as psychiatric social worker
363" Tactical Hospital, Shaw Air Force Base, Sumter, South Carolina,

Awards and Honors.
University of South Carolina

Outstanding Teaching Award, 1975.
Division of Student Affairs Faculty Award,
“for outstanding contributions,” 1976.
Honorary Life Membership, USC Alumni Association,
the highest award to a non-alumnus “for devoted service
in behalf of the University,” 1997.
Administrative Affirmative Action Award, “for an outstanding
job in promoting equal opportunities at the University,” 1998,




John N. Gardner Inspirational Faculty Award, “to be given
henceforth to a member of the University faculty who has made
substantial contributions to the learning environment in campus
residential life,” 1999,

Recognition from Professional Associations.

Selected by the American Association for Higher Education as one of
20 faculty in the US who “. . have made outstanding leadership
contributions to their institutions and/or American higher education,” 1986
Outstanding Contributions Award to the Orientation Profession,
National Orientation Directors Association, 1995
Honorary Member, Canadian Association of College and University Student Services,
“in recognition of his outstanding contributions to the Association,”1995
Academic Leadership Award, Council of Independent Colleges, |
“for exemplary contributions to American higher education,” 1996
Virginia N, Gordon Award for Excellence in the Field of Advising,
National Academic Advising Association, 1999
Recipient of Lifetime Achievement Award, American College Personnel Association,
2002.

Other Forms of Professional Recognition.

In the January 1998 issue of Change magazine, Gardner was cited in an
article naming approximately 80 people as the “past, present, and future leaders of
higher education.” The authors of this study drew on the results of approximately
11,000 questionnaires to name the leaders whom The Chronicle of Higher
Education dubbed “the movers and shakers.” Gardner was included in a special
category of eleven so-called “agenda-setters.”

Also in 1998 Gardner was named as one of the “top ten professionals who have
most influenced student affairs practitioners.” This was based on a random sample
of practitioners throughout the country as part of a study entitled “The Professional
Influencer Project” sponsored by the National Association of Student Personnel
Administrators Foundation and conducted by the University of Georgia,

On January 28, 2002, Gardner received an award from the First Year College, North

Carolina State University, for “Vision and Leadership in the National Movement of
Research and Advocacy on Behalf of First-Year University Students.”

Board Service.

Member, Board of Trustees, American Association for Higher Education, 1990-94,
Member, Board of Trustees, Marietta College; additional service as member of



the Board Executive Committee and Chair, Academic Activities

Committee 1994-present.
Member and Treasurer, International Partnership for Service Learning

Board of Trustees; 1992-present
Member, National Advisory Board, American Association of Colleges

and Universities Health and Higher Education AIDS and HIV Project, 1996-1999
Member, National College Advisory Board, The New York Times, 1997-present
Member, American Council on Education National Advisory Board to the

Cooperative Institutional Research Program, 1996-1999
Member, Academic Advisory Council, Lumina Foundation for Education, 2001 - present

Presentations.

Gardner has delivered hundreds of papers, speeches, presentations, workshops, seminars
in the US, Puerto Rico, Canada, the United Kingdom, the Republic of Ireland, Denmark,
and Norway on issues related to the success of first-year and senior students,

Consultancies.

Gardner has served as a consultant to more than 400 colleges and universities in six
nations.

Publications.

Books,

Gardner, J. N., & Jewler, A. I. (2003). Your college experience, (5™ edition).
Belmont, CA: Wadsworth.

Gardner, I.N., & Jewler, A.J. (2001). Your college experience (Concise 4th edition).
Belmont, CA: Wadsworth.

Gardner, J.N., & Jewler, A.J. (2000). Your college experience (4th edition).
Belmont, CA: Wadsworth,

Gardner, J.N., & Jewler, A.J. (1998). Your college experience (Concise 3rd edition).
Belmont, CA: Wadsworth.

Gardner, J.N., & Van Der Veer, G. (1997). The senior year experience:
Facilitating integration, reflection, closure, and iransition. San Francisco, CA: Jossey
Bass Publishers.

Gardner, J.N., & Jewler, A.J. (1997). Your college experience (3rd edition),
Belmont, CA: Wadsworth.




Gardner, I.N., & Jewler, A. J. (1997). Your college experience (Expanded reader
edition). Belmont, CA: Wadsworth.

Gardner, J.N., & Jewler, A.J. (1997). Your college experience (Expanded workbook
edition), Belmont, CA: Wadsworth.

Gardner, I.N., & Jewler, A.J. (1996). Your college experience (Concise 2nd ed).
Belmont, CA: Wadsworth.

Gardner, J.N., & Jewler, A.JL. (1995). Your college experience (2nd ed.). Belmont,
CA: Wadsworth,

Hartel, W., Schwartz, S., Blume, S., & Gardner, J. N. (1994). Ready for the real
world: The senior year experience. Belmont, CA: Wadsworth.

Jewler, AJ. & Gardner, J.N., (1993). Your college experience (Concise ed.).
Belmont, CA: Wadsworth.

Gardner, J.N., & Jewler, AJ. (1992). Your college experience, Belmont, CA:
Wadsworth.

Gardner, J.N., & Jewler, A.J. (1989). College is only the beginning (2nd ed.).
Belmont, CA: Wadsworth.

Upcraft, M.L., & Gardner, J.N. (1989). The freshman year experience: Helping
students survive and succeed in college. San Francisco: Jossey-Bass.

Jewler, AJ., & Gardner, J.N. (1987). Step by step to college success. Belmont,
CA: Wadsworth,

Gardner, I.N,, & Jewler, A.J. (1985). College is only the beginning. Belmont, CA:
Wadsworth.

Gardner, J.N. (1983). A guide for orientation course instructors (2nd ed.). New
York: Holt, Rinehart, & Winston.

Gardner, J.N. (1981). User's guide for orientation course instructors. New York:
Holt, Rinehart, & Winston. (To accompany T. Walter & A. Siebert, Student success.
New York: Holt, Rinehart, & Winston)

Articles and Book Chapters.

Gardner, J. N. (2002). Why department chairs are critical to the success of first-
year students. The Department Chair, 12(3), 19-20.

Gardner, J. N., interview with (2002). Improving first year; Good for students
and departments. Academic Leader, 18(4}, 4, 8.



Barefoot, B. O., & Gardner, J. N. (2002). The first-year experience. In J.F. Forest
& K. Kinser, (Eds.). Higher education in the United States: An encyclopedia (2
Volumes). Santa Barbara: ABC-CLIO.,

Gardner, J. N, Siegel, M. ], & Cutright, M. (2001, Fall). F ocusing on the first-
year student. Priorities, A publication of the Association of Governing Boards.

Gardner, J. N. (2001). Foreword. InS. L Hamid (Ed.). Peer leadership: A primer
on program essentials (Monograph No, 32), Columbia, SC: National Resource Center for
The First-Year Experience and Students in Transition, University of South Carolina,

Gardner, J. N. (2001, Spring). Gardner reflects on FYE at 20. FYE: Newsletter of
the National Resource Center Jor The First-Year Experience & Students in Transition,
(pp. 1-2, 4).

Hamid, 8. L., & Gardner, J. N. (2001). Summary and recommendations, In S. L
Hamid (Ed.). Peer leadership: A primer on program essentials (Monograph No. 32),
Columbia, SC: National Resource Center for The First-Year Experience and Students in
Transition, University of South Carolina,

Korschgen, A, Fuller, R., & Gardner, J. N. (2001, February). The impact of
presidential migration. AAHE Bulletin, 3-6.

Gardner, J. N., Pattengale, J., & Schreiner, L. A. (2000). The sophomore year;
Summary and recommendations. In L. A, Schreiner and J. Pattengale (Eds.), Visible
solutions for invisible students: Helping sophomores succeed (Monograph No. 31),
Columbia, SC: National Resource Center for The First-Year Experience and Students in
Transition, University of South Carolina.

Gardner, J. N. (2000, Fall). The changing roles of developmental educators,
Journal of College Reading and Learning, 31(1), 5 - 18.

Gardner, J. N., Barefoot, B. 0., & Swing, R. L. (2000). Guidelines Jor evaluating
the first-year experience: Two- and Jour-year editions. Columbia, SC: National Resource
Center for The First-Year Experience & Students in Transition,

Spann, M. (2000). Rethinking developmental education; A conversation with John
N. Gardner. Journal of Developmental Education, 24(1), 22 - 24, 26, 28,

Gardner, J. N. (1999). Foreword. In M. S. Hunter (Ed.), Solid foundations: Building
success for first-year seminars through instructor training and development (Monograph
No. 29). Columbia, SC: National Resource Center for The First-Year Experience and
Students in Transition, University of South Carolina.

Gardner, J. N., & Hunter, M. S. (1999). Outcomes and future directions of
instructor training programs. In M. S. Hunter (Ed.), Solid foundations: Building success




Jor first-year seminars through instructor training and development (Monograph No. 29).
Columbia, SC: National Resource Center for The First-Year Experience and Students in
Transition, University of South Carolina.

Gardner, J. N. (March/April 1999). The senior year experience. About Campus,
pp. 5 — 11, San Francisco: Jossey-Bass.

Gardner, J., & Sullivan, B. (1999). The national newspaper: A tool for educational
empowerment. In S. Knowlton & B. Barefoot (Eds.), Using national newspapers in the
college classroom: Resources to improve teaching and learning (Monograph No. 28).
Columbia, SC: University of South Carolina, National Resource Center for The First-
Year Experience and Students in Transition.

Gardner, J., & Levine, J. (1999). Trends and future directions. In J. Levine (Ed.),
Learning communities: New structures, new partnerships for learning (Monograph No.
26) (pp. 109-114). Columbia, SC: University of South Carolina, National Resource
Center for The First-Year Experience and Students in Transition.

Barefoot, B., Fidler, D., Gardner, J., Moore, P., & Roberts, M.(1999). A natural
linkage—The first-year seminar and the learning community. InJ. Levine (Ed.),
Learning communities: New structures, new partnerships for learning (Monograph No.
26} (pp. 77-86). Columbia, SC: University of South Carolina, National Resource Center
for The Fist-Year Experience and Students in Transition.

Gardner, L.N. (1998, January). Bridging the gap: Enhancing partnerships in
academic affairs and student affairs. Net Resuits, The On-line Magazine of the National
Association of Student Personnel Administrators.

Gardner, J.N. (1998). What department chairs can do to foster student retention.
The Department Chair, Vol. 8, No. 3 (pp, 22-23) Bolton, MA: Anker Publishing
Company.

Gardner, J.N. (1997). Conclusion. In R. Kincaid (Ed.), Student Employment:
Linking college and the workplace (Monograph 23), Columbia, SC: National Resource
Center for The Freshman Year Experience and Students in Transition.

Gilbert, S., Chapman, J., Dietsche, P., Grayson, P., & Gardner, J. (1997). From
best intentions to best practices: The first- year experience in Canadian postsecondary
education (Monograph 22). Columbia, SC: National Resource Center for The Freshman
Year Experience and Students in Transition,

Gardner, J.N. (November/December 1996). Helping America's first-generation
college students. About Campus, pp 31-32. San Francisco: Jossey-Bass.

Gardner, J.N. (1996). Power to the peers. Keystone Newsletter. Belmont, CA:
Wadsworth Publishing Company.




Gardner, J.N. (1996). Reflections on the first-year residential experience. In W.
Zeller, D. Fidler, & B. Barefoot (Eds.), Residence life programs and the first-year
experience (Monograph No. 5, 2nd Ed.). Columbia, SC: University of South Carolina,
National Resource Center for The Freshman Year Experience/Association of College and
University Housing Officers -International.

Hankin, J.N., & Gardner, J.N. (1996). The freshman year experience: A
philosophy for higher education in the new millennium. In J.N. Hankin (Ed.), The
community college: Opportunity and access for America's first-year students
(Monograph No. 19). Columbia, SC: National Resource Center for The Freshman Year
Experience and Students in Transition.

Gardner, J.N. (1995). Perspectives on academic advising for first-year students:
Present and future. In M. L. Upcraft & G.L. Kramer (Eds.), First-year academic
advising: Patterns in the present: Pathways to the future (Monograph No. 18).
Columbia, SC: National Resource Center for The Freshman Year Experience and
Students in Transition/National Academic Advising Association.

Barefoot, B.O., & Gardner, J.N. (1993). The freshman orientation seminar:
Extending the benefits of traditional orientation. In M. L. Upcraft et al. (Eds.),
Designing successful transitions: A guide for orienting students to college (Monograph
No. 13). Columbia, SC: University of South Carolina, National Resource Center for The
Freshman Year Experience/National Orientation Directors Association.

Gardner, J.N., & Hansen, D.A. (1993). Perspectives on the future of orientation. In
M. L. Upcraft et al. (Eds.), Designing successful transitions: A guide for orienting
students to college (Monograph No. 13). Columbia, SC: University of South Carolina,
National Resource Center for The Freshman Year Experience/National Orientation
Directors Association,

Gardner, J.N. (1991). Reflections on the first-year residential experience. In W,
Zeller, D. Fidler, & B. Barefoot (Eds.), Residence life programs and the first-year
experience (Monograph No. 5). Columbia, SC: University of South Carolina, National
Resource Center for The Freshman Year Experience/ Association of College and
University Housing Officers - International.

Gardner, J.N., Decker, D., & McNairy, F.G. (1986). Taking the library to
freshman students via the freshman seminar concept. Advances in Library Administration
and Organization, 6, 153-171.

Gardner, J.N. (1986). Student affairs and academic affairs: Bridging the gap.
Carolina View, 2, 46-49. Columbia, SC: University of South Carolina, Division of
Student Affairs.

Gardner, J.N. (1986). The freshman year experience. College and University,
61(4), 261-274.




Gardner, J.N., & Hebron, C. (1986, February 5). Triumph over the first year blues,
The London Times Higher Education Supplement, p. 16.

Gardner, J.N. (1981, February). University 101: A concept for improving
university teaching and learning. Resources in Education. (ERIC Document #ED
192706)

Gardner, I.N. (1981). Developing faculty as facilitators and mentors. In V. A.
Harren (Ed.), Facilitating student’s career development, New Directions for Student
Services, 14. (pp 67-79). San Francisco: Jossey-Bass.

Gardner, J.N. (1980, January). Continuing orientation for credit and student affairs
'faculty’ - University 101. National Orientation Directors Bulletin, pp. 4-5.

Gardner, J.N. (1979). University 101: A concept for human development. In
Annual Conference Monograph of the National Association of Student Personnel
Administrators, 23-25.

Gardner, J.N. (1978). How to make students more effective consumers of their
education: University 10! at the University of South Carolina. Journal of Southern
College Personnel Association, 1(1), 61-68.

Book Reviews.

Gardner, J.N. (1986). Review of participation and equity: The Flinders
experiment. Journal of Higher Education, 57(5), 561-563.

Gardner, I.N. (1980). Review of freshman seminar: A new orientation. Journal of
Higher Education, 51(1), 108-111,

Other Publications. |

Gardner, J.N. (1998). A Few Words from FYE Founder John Gardner. First Year
Experience, Tallahassee, Florida; Florida State University; Newsletter of Dean of
Students Department

Gardner, J.N. (1997, November). Looking ahead: Trends in first-year seminars.
Empathetic Response, Counselor Education GSA Newsletter (pp. 3-4). Raleigh, NC:
North Carolina State University, Counselor Education Department.

Crawford, J.J. (1993). Retention and the role of developmental education: An
interview with John N. Gardner, Journal of Developmental Education, 1 7(1), 22-26, 411,



Gardner, J.N. (1992). Freshman seminar instructor training: Guidelines for design
and implementation. Columbia, SC: National Resource Center for The Freshman Year
Experience.

Gardner, J.N. (1990). Guidelines for evaluating the freshman year experience.
Columbia, SC: National Resource Center for The Freshman Year Experience.

Works in Press.

Gardner, I.N., & Jewler, A.J. (2004). Your college experience (Concise 5th
edition). Belmont, CA: Wadsworth.

Gardner, I.N., & Hansen, D. A. (2002). Perspectives on the future of orientation. In
Designing successful transitions: A guide for orienting students to college. Columbia,
SC: National Resource Center for The First-Year Experience & Students in Transition.

Gardner, J. N. (in press). Foreword. In E. Zlotkowski (Ed.). Service learning and
the first-year experience: Preparing students for personal success and civic
responsibility. Columbia, SC: National Resource Center for The First-Year Experience
& Students in Transition, University of South Carolina.

Gardner, J. N. (in press). What, so what, now what: Reflections, findings, and
conclusions on the relationship of service learning to strengthening the first college year,
In E. Zlotkowski (Ed.), Service learning and the first-year experience: Preparing
students for personal success and civic responsibility (Monograph). Columbia, SC:
National Resource Center for The First-Year Experience & Students in transition,
University of South Carolina.

Upcraft, M. L., Gardner, J. N., Barefoot, B. O., and Associates. (in press). Meeting
challenges and building support: Creating a climate for first-year student success, San
Francisco: Jossey-Bass,

Professional Memberships.

American Association for Higher Education

National Orientation Directors Association

Canadian Association of College and University Student Services
National Association for Developmental Educators

National Academic Advising Association
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The University of New Mexico

Office of the Provost and

Vice President for Academic Affairs
Scholes Hail 235

Albuguerque. NM 87131-1002
Telephone: (305) 277-5064

FAX: (5013) 277-8700

DATE May 29, 2002
TO Trent Gabert

FROM Brian L. Foster

MEMORANDUM

-

ANAA——

SUBJECT Information packet for John Gardner

Attached is the information packet for John Gardner. I think it’s pretty self-
explanatory. If you have questions, or if it's inappropriate in some way, please let me

know.

Assaciate Provost for
Academic Alfairs

Scholes Hall 226
Telephone: (505) 277-2611
FAX: (505) 277-8275

Faculty
Coniracts/Services

Scholes Hall 222
Telephone: (505) 277-4528
FAX: (505) 277-8275

Budget Officer
Scholes Hall 226
Telephone: (503) 277-2611
FAX: (503) 277-8275







