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Steven Harmon Wilson, Ph.D. (Juror}

Dr. Steven H. Wilson is Associate Dean of Liberal Arts at Tulsa Community College’s
Metro Campus. Previously, he was tenured Associate Professor of History at Prairie
View A&M University in Texas, Wilson received his M.A. and Ph.D. in History from
Rice University, where he focused on American legal and constitutional history. He also
earned a B.S. in Electrical Engineering at Rice. Before becoming a historian, Dr. Wilson
was employed at the National Security Agency (NSA) and at the National Aeronautics
and Space Administration (NASA). He is the author of The Rise of Judicial Management
in the U.S. District Court, Southern District of Texas, 1955-2000 (University of Georgia
Press, 2003), and several articles on Mexican American civil rights, including: “Brown
Over ‘Other White’: Mexican Americans’ Legal Arguments and Litigation Strategy in
Desegregation Litigation” (Law & History Review, vol. 21.1, March 2003}, and “Some
Are Born White, Some Achieve Whiteness, and Some Have Whiteness Thrust Upon
Them: Mexican Americans and the Politics of Racial Classification in the Federal
Judicial Bureaucracy” (in “Colored Men and Hombres Aqui”: Herndndez v. Texas and
the Emergence of Mexican American Lawyering, M.A. Olivas, ed. (Arte Publico, 2006).







Barbara Leigh Smith, Ph.D, (Nominee)

Dr. Barbara Leigh Smith is emeritus professor, and former provost and vice president for
academic affairs at The Evergreen State College, Olympia, WA.

Education: B.A., Political Science, Lawrence University, 1966; B.A., Sociology,
Political Science, University of Leicester; M.A., Political Science, University of Oregon,
1968; Ph.D., Political Science, University of Oregon, 1970.

Nomination for Innovation in the Area of Learning Communities

Dr. Barbara Leigh Smith has been involved in the collaborative learning and service
learning movements since the 1970s. In 1985, she became the founding director of the
Washington Center for Improving the Quality of Undergraduate Education at Evergreen
State. The Washington Center began as a 51-college grass roots partnership for curricular
reform and faculty development in the state of Washington, In the years since, Dr. Smith
has consulted widely at two- and four-year colieges and universities i the areas of
fearning communities development and teaching, collaborative learning, student
mtellectual development, and assessment. In person or in print, Dr. Smith has inspired,
encouraged, supported. or guided campus leaders throughout the nation interested in
faunching learning community initiatives.

From 2000-2004, Dr. Smith co-directed the National Learning Comimunities Project, a
Pew Charitable Trusts-funded initiative aimed at strengthening learning community
programs and communities of practice nationwide. Her work has shown how the creation
of learning communities can be a flexible and effective approach to enhancing student
learning, promoting curricular coherence, and revitalizing faculty.

Dr. Smith has written or collaborated on many articles and books, including: Learning
Commumnities: Reforming Undergraduate Education (2004). Strategies for Energizing
Large Classes: From Small Groups to Learning Communities (2000); and, Learning

Communities. Creating Connections amony Students, Faculty and Disciplines (1990).

The enclosed supporting materials include: (1) a PDF of the first chapter of Learning
Communities: Reforming Undergradiate Education (2004); (2) an essay from the fall
2001 issue of Peer Review (the journal of the American Association of Colleges and
Universities); and (3) the text of a keynote address delivered March 1, 2002, at the
Southwest Regional Learning Communities Conference, Tempe, AZ.







BARBARA LEIGH SMITH

The Evergreen State College 1324 Toandos Road
Olympia, Washington 98505 Quilcene, Washington 98376
Phone: (360) 765-3084 Phone: (360) 765-3084

e-mail: smithb@evergreen.edu

CURRENT AND PREVIOUS EXPERIENCE

2005 to date  Senior Scholar and Special Assistant, Enduring Legacies Reservation-Based Program,
The Evergreen State College; Senior Advisor to the President, Bainbridge Graduate

Institute
2004-2005 Senior Scholar, The Evergreen State College; Emeritus Provost and Faculty Member

2001 10 2004  Co-Director, National Learning Communities Project, Washington Center for Improving
the Quality of Undergraduate Education, The Evergreen State College.

1994 - 2001 Vice President for Academic Affairs and Provost, The Evergreen State College.

1990 - 1994  Academic Dean and Director of the Washington Center for the Improving the Quality of
Undergraduate Education

1985-90 Senior Academic Déan and Director of the Washington Center for Improving the Quality
of Undergraduate Education
Senior Academic Dean, The Evergreen State College, Olympia, Washington 98505
Principal responsibilities: Budget, Curriculum & Hiring (1978-1990)

1976-78 University of Nebraska; Centennial Education Program; Director (1977-1978); Teaching
Fellow (1976-1977)

1972-78 University of Nebraska; Department of Political Science; Tenured 1975; Assistant
Professor 1972-74; Associate Professor 1975; Vice Chair 1974-76

1970-72 Visiting Assistant Professor; Department of Government; Lawrence University

1967-70 Research Assistant, Center for Advanced Study of Educational Administration,
University of Oregon

OTHER CURRENT PROFESSIONAL ASSOCIATIONS and RESPONSIBILITIES
Member of the Board of Directors, Bainbridge Graduate Institute, 2005 to date,
Evergreen co-coordinator, Consortium for Innovative Environments in Learning, 2605 to 2006

Syracuse University, Pathways Project advisory board
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OTHER PROFESSIONAL ASSOCIATIONS and RESPONSIBILITIES

Service on more than a dozen reaccredidation teams and program reviews, Southern Association and
Western Association of Schools and Colleges, 1994 to date.

Institute on the Future of Higher Education, Antioch University, 2001-2004

American Higher Education Association
Board of Directors, 1994-1998; Chair, 1996-97

Association for General and Liberal Studies
Board of Directors, 1987-1991; Conference Chair, 1991

Professional and Organizational Development Network in Higher Education
Advisory Committee, National Center for Teaching, Learning and Assessment, Penn State.

Advisory Committee, Association of American College's Project on Strong Foundations for General
Education, 1951,

EDUCATIONAL BACKGROUND

Ph.D. 1970, M.A. 1968 (Political Science), University of Oregon

B.A. 1966 (Political Science), Lawrence University

1964-65 (Sociology, Politics), University of Leicester, Leicester, England

Summer, 1982 Harvard University, Institute for Educational Management

HONORS

(with Jean MacGregor) Virginia B. Smith Innovative Leadership Award, 2003, Presented by CAEL and
the National Center for Public Policy and Higher Education,

Certificate of Excellence, The Hesburgh Award for outstanding faculty development programs 1994,
Presented to The Evergreen State College for the Washington Center.

Innovator’s Award, Meiklejohn Education Foundation, 1994,

SELECTED GRANTS and AWARDS

Enduring Legacies Reservation Based Project, Lumina Foundation for Education, 2005-2008, $800,000.
(with Jean MacGregor) National Learning Community Project, 2000-2004. Pew Charitable Trusts.

American Council of Learned Societies; Conference of Interdisciplinary Education. $35,000. 1997,
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Northwest Area Foundation. “Native Economic Development Arts Initiative.” $325,148. 1996.
National Science Foundation. Interdisciplinary Science Faculty Development Project. $216,000. 1993.
With J. Butler, Co-PL Ford Foundation Cultural Pluralism Challenge Grant. $75,000, 1993,

With J. Bayard and others. National Science Foundation, $300,000. 1993.

Project Director: Rob Cole. National Science Foundation Washington State Dissemination Project for
Calculus. $225,000+, 1993.

Pew Charitable Trusts Initiative on Strengthening the First Two Years of College, The Evergreen
Initiative for Strengthening Teaching and Learning. $90,000. 1992.

Security Pacific Bank. Washington Cultural Pluralism Project. $5000. 1992.
The Boeing Company. Washington Cultural Pluralism Project. $5000. 1992.

With J. Butler (Co-PI), Ford Foundation, Statewide Cultural Pluralism Curricular Transformation
project. $718,000. 1992,

Project Director: Rob Cole. National Science Foundation Washington State Dissemination Project for
Calculus. $225,000+. 1991.

Exxon Education Foundation to Support 1991 Association for General and Liberal Studies
General Education Conference and Conference Proceedings. 1991,

State Board for Community Coliege Education Contract for the Minority Student Success project.
$15,000. 1990.

Burlington Northern Foundation grant to Washington Center for faculty exchange programs. $9,000.
1989,

Burlington Northern Foundation grant to Washington Center for faculty exchange. $22,500. 1987.

(With Patrick Hill. Ford Foundation Grant to the Washington Center for work on program development
and faculty exchanges designed to increase coherence in the curriculum. $75,000. 1986.

Nominee and semi-finalist, Charles A. Dana Award for Outstanding Achievements in Higher Education.
1986.

Washington Center Cooperative High School Project, Matsushita Foundation. $42,000. 1986.
Title 11, Math Education Teacher Project, Council for Postsecondary Education. $42,000. 1985.

Lassen Foundation for collaborative work with Thurston County high schools on faculty de'velopment.
$3,000. 1985.

With Patrick Hill. EXXON Foundation, for the Washington Center for Undergraduate Education,
emphasis on learning communities and faculty development. $50,000. 1985.
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Northwest Area Foundation. “Cooperatives for Quality Education Program.” $9,900. 1984,

Safeco Life Insurance. Grant to fund Health and Human Services Conference. $2,000. 1982,

Title XX Training Grant for Domestic Violence Training. $48,000. 1981.

With University of Washington, Pacific Lutheran University, University of Oregon, Lewis and Clark
College and University of Puget Sound), National Endowment for the Humanities, Writing

Across the Curriculum, Pacific NW Writing Consortium Three-year grant. $375,000. 1981.

Metropolitan Life Foundation grant for Alternative Education Conference. $10,000. 1981,

MAJOR CONFERENCES AND INSTITUTES SPONSORED

National Learning Community Conference, May 2004

Evergreen conference on Alternative Interdisciplinary Education. 1997,

Washington Center “Learning Community” Conference. 1997.

Washington Center Interdisciplinary Learning Communities in the Sciences Institutes I and I1. 1994.
Washington Center Cultural Pluralism Institute, 1994,

Washington Center Reform Calculus Institute, 1994,

Washington Center “Collaborative Learning” Conference. 1993,

Washington Center Cultural Pluralism Institute. 1993.

Washington Center "Ourselves among Others" Conference. 1992,

Washington Center Cultural Pluralism Institute. 1992,

Washington Center Reform Calculus Institute, 1992,

Association for General & Liberal Studies “General Education: Rhetoric & Reality” Conference, 1991,
Washington Center “Ways of Knowing” Conference. 1989.

Washington Center “Involvement in Learning” Conference. 1989.

Washington Center “Collaborating to Improve Developmental Education” Conference. 1989.
Washington Center “Approaches to Assessment & Instruction: The Perry Scheme” Conference. 1989,
Washington Center “Collaborative Learning: Theory & Practice” Conference. 1988,

Washington Center “Writing & Thinking across the Disciplines” Conference. 1988.

Barbara Leigh Smith Page 4



Washington Center “Learning Communities” Conference. 1987,
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PUBLICATIONS

Hardiman, Joye, Barbara Leigh Smith, Kim Washington and Ed Brewster, “How Community-Based
Learning Communities Can Reach Students from Underrepresented Populations.” Forthcoming
in Learning Communities and Student Affairs: A Convergence Zone for Powerful Learning and
Collaboration, 2007, The Washington Center for Improving the quality of Undergraduate
Education, The Evergreen State College and NASPA, The National Association of Student
Personnel Administrators, In Press

Smith, Barbara Leigh. “Effective ways to Promote Learning and Program Improvement,” eWAG, May
2007.

Smith, Barbara Leigh, Kim Heller, Jeanette Blackburn, Stacey Gouley, Debbie Martin, Diana Palmer,
“What Native Students Say about Learning through Cases.” May 2007, Enduring Legacies
Native Case website at www.evergreen.cdu/tribal/cases

Stumpff, Linda Moon and Smith, Barbara Leigh. “Thinking about Cases: The Enduring Legacies Native
Cases Initiative” published winter 2007 on the Enduring Legacies Native Case website at
www.evergreen.edu/tribal/cases

Jenkins, Allen Standingbear and Smith, Barbara Leigh. “ePortfolios are about Learning,” ¢eWAG, May
2007.

With others, “Emerging Trends in Learning Community Development.” Washington Center News,
Winter 2006.

“What’s New in the Learning Community Literature?” Washington Center News, Winter 2006.

With Jean MacGregor, “Where are Learning Communities Now? National Leaders Take Stock About
Campus, Spring 2005,

With Jean MacGregor, Roberta Matthews and Faith Gabelnick, Learning Communities: Reforming
Undergraduate Education, Jossey Bass, 2004.

Producer and script writer, Video. Learning Communities: Constancy and Change. Washington Center
for Improving the Quality of Undergraduate Education, The Evergreen State College, Olympia,
WA, 2003.

With Al Guskin and Mary March, Learning Communities and Fiscal Reality: Optimizing Learning in a
Time of Limited Resources. Washington Center for Improving the Quality of Undergraduate
Education, The Evergreen State College, Olympia, WA, 2003.

“Beyond the Revolving Door: Learning Communities and the First Two Years of College.” Double the
Numbers: Increasing Postsecondary Credentials for Underrepresented Youth. Harvard Education

Press, 2004,
“Learning Communities and Liberal Education.” Academe, January-February 2003.

Smith, B. L. “The Challenges of Learning Communities as a Growing National Movement.” Peer
Review. Association of American Colleges and Universitics, November 2001,
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Smith, Barbara Leigh and John McCann, eds. Re-inventing Ourselves: Interdisciplinary Education,
Collaborative Learning and Experimentation in Higher Education. Bolton, MA: Anker Press,
2001.

“Evergreen at Twenty-five” in Reinventing Ourselves: Interdisciplinary Education, Collaborative
Learning and Experimentation in Higher Education, editors: Smith and McCann. Bolton, MA:
Anker Press, 2001.

“Learning Communities: Creating a Convergence Zone for Education Reform” in Reinventing Ourselves:
Interdisciplinary Education, Collaborative Learning and Experimentation in Higher Education,
editors: Smith and McCann. Bolton, MA: Anker Press, 2001.

Video producer/editor. Learning Community National Teleconference. University of South Carolina,
Center for Freshman Year Experience, April 1999,

“Making the Bricks Into a House: Curricular Structures for Cumulative Learning” in J. Gardner and G.
Van der Veer, The Senior Year Experience, Jossey-Bass, 1997.

With Roberta Matthews, J. MacGregor, and Faith Gabelnick. “Learning Communities: A Structure for
Educational Coherence,” Liberal Education, Summer 1996,

With J. MacGregor, R. Matthews, and F. Gabelnick. “Learning Communities” in Handbook of College
Teaching, editors: J. Ratcliff and J. Gaff, Jossey-Bass, 1996.

With William Bergquist, K. Bergquist, J. Bergquist, and J. Tallman. Quality & Access: An Essential
Union in American Higher Education, Jossey-Bass, 1995,

With Patricia Cuniff and Curtis Hieggelke. Putting the Pieces Together: A Guidebook for Leaders of
Coalitions of Two- and Four-Year Colleges and Universities, Prince George’s Community
College, Largo, MD., 1995.

With Les Purce and Russell Lidman, “Good Practice Respects Diverse Talents,” in Improving
Undergraduate Education: The Seven Principles in Action. Anker Press, 1994,

“Team Teaching Methods” in Handbook of College Teaching, editors: K. Prichard and R. Mclaran
Sawyer, Greenwood Press, 1994,

With Myrna Smith. “Revitalizing Senior Facuity through Statewide Initiatives.” in Developing Senior
Faculty as Teachers. Jossey-Bass, March 1994,

Co-producer and script writer (with Sally Cloninger). Multi-media performance. “Learning Communities:
Creating Connections Among Students, Faculty and Disciplines.” Presentation to Washington
Center Annual Conference 1994.

With others, Washington Center Casebook on Collaborative Teaching and Learning. 1994,

“The Learning Community Model.” in Current Issues in Liberal Education. Association of American
Colleges, 1993.

“Creating Learning Communities.” Liberal Education, Fall 1993,
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“Cultural Pluralism in Washington; Work in Progress.” Washington Center News, Fall 1993,

With Faith Gabelnick, Roberta Matthews and Jean MacGregor. “Learning Communities and General
Education.” Perspectives, Fall 1992,

Editor. Special Issue Perspectives. “General Education Revisited,” Fall 1992.

With Jean MacGregor, “What is Collaborative Learning?” Collaborative Learning: A Sourcebook.
National Center on Teaching, Learning, and Assessment, University Park, PA, 1992, |

With Anne Goodsell, Michelle Maher, Vince Tinto, Jean MacGregor. Collaborative Learning: A
Sourcebook. National Center on Teaching, Learning, and Assessment, University Park, PA,
1992.

With Jean MacGregor, “Reflective Interviews with Learning Community Teaching Teams: Strengthening
Dialogue about Teaching and Learning.” Washington Center News, Fall 1991.

“Taking Structure Seriously.” Liberal Education, March/April 1991.
“Learning Communities thrive on Campus.” In Context. Winter 1991. # 27.

With Robert Scott. “Liberal Arts College Counterpoint: What about the Publics?” AAHE Bulletin,
December 1990,

With Rita Cooper. “Hiring for Diversity.” AAHE Bulletin, October 1990.

With Faith Gabelnick, Jean MacGregor, Roberta Matthews. Learning Communities: Building
Connections Among Disciplines, Students and Faculty, Jossey-Bass, Spring 1990.

With Rosetta Hunter. “Learning Communities: A Paradigm for Educational Revitalization,” Community
College Review, Spring, 1988.

“The Washington Center: A Grassroots Approach to Faculty Development and Curricular Reform,” To
Improve the Academy, October, 1988.

Co-editor. Washington Center News. 1986 to 1994,
Guest Editor. Writing in America's Colleges, American Association for Higher Education, March, 1984,

“The Writing Across the Curriculum Movement: An Interview with Elaine Maimon,” in Writing in
America's Colleges, American Association for Higher Education, Washington, DC, 1984,

With Richard Jones, editors, Against the Current: Reform and Experimentation in Higher Education
Schenkman Press, 1984,

“The Artist in Residence Concept,” Alternatives in Higher Education,, Fall, 1978.

With Karl F. Johnson, David W. Paulsen, Frances Shocket. Political Research Methods: Basic
Foundations and Techniques, Houghton Mifflin. 1976.

With P. A. Shocket. “Regional Integration.” Nebraska Department of Economic Development, 1975.
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“Political Pariy as an Indicator of Educational Posture in Oregon,” Educational Administration Quarterly,
Fall, 1974,
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SELECTED PRESENTATIONS

Smith, Barbara Leigh. Teaching US History Project workshop on Enduring Legacies Native Cases
Project, July 2007.

Smith, Barbara Leigh, Jenkins, Allen Standingbear, Hernandez, Alan. Native Cases. May 2007.
Northwest Indian College. All faculty in-service

Aguilar-Wells, Michelle, Kim Heller and Barbara Leigh Smith. Using Native Cases in Mixed Classes.
Washington Indian Education Assoc. April 2007

Smith, Barbara Leigh and Debbie Martin. Enduring Legacies Native Cases: Using Case Studies in the
Classroom. Pacific Northwest Higher Education Teaching and Learning Conference, May 2007

Keynote Address, ‘Learning Communities and the Long Road to Democratic Pluralism.” Midwest
Annual Learning Community Conference, Chicago, 2005.

“Emerging Trends in Learning Communities.” Midwest Annual Learning Community Conference,
" Chicago, 2005.

Three sessions at The Institute on Quality Enhancement and Accreditation. Orlando, Florida, July 24-27,
2005. Southern Association of Colleges and Schools. Panel on “Creating an Environment to
Promote Quality Enhancement: Case Studies/learning communities,” Breakout sessions on the
National Learning Community Project and Collaborative Learning.

“Learning Community Models and Core Practices.” Johnson C. Smith University, 2005,

“The Reservation-Based Program’s new Lower Division Partnership.” Washington Community College
Articulation Committee. 2005.

“Learning Communities: What are They? Why are They Important? Do They Work?” Learning
Communities for STEM Academic Achievement Conference. Howard University, 2005.

Two plenaries: Why Learning Communities? Why Now?” and “Implementation Matters in Learning
Community Development,” Wayne State Untiversity, 2005.

“Dealing with the Future Now” Principles for Creating a Vital Campus in a Climate of limited
Resources.” John Carroll University, 2004.

“Deating with the Future Now" Principles for Creating a Vital Campus in a Climate of limited
Resources.” Central Oregon Community College, 2004.

“Learning Communities and General Education,” Central Washington University, 2004.

With others,“Taking the Lead: Postsecondary-Initiated Change through Learning Communities. Double
The Numbers Conference on :Postsecondary Attainment and Underrepresented Youth.
Washington D.C 2003.

“Making Choices about Sustainable Learning Community Models.” National Learning Community
Conference, Seattle, 2004,
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With Jean MacGregor, “Financing Learning Communities,” National Learning Community Conference,
Seattle, 2004,

With Edwina Stoll, Cheryl Roberts, and Jayme Millsap Stone. Introduction to Learning Communities:
Structures and Core Practices.” National Learning Community Conference, Seattle, 2004.

Keynote address “Learning Communities and Re-forming Undergraduate Education,” Western
Association of Schools and College, 2003

“Financing Learning Communities in a Time of Limited Resources.” Midwest Annual Learning
Community Conference, Kansas City, 2004.

“Accountability.” Presentation at Douglas College, Vancouver, British Columbia. 1999.

Speech on Learning Communities and workshop: “Implementing Learning Communities,” moderator of
Student Panel on Learning Communities, Richland College, Denton, Texas. 1999.

“Future Trends in Higher Education, “ Miyasaki University, Japan. 1999.

With Roberta Matthews. Workshop on Introduction to Learning Communities. Washington Center
Conference, Seattle. 1999,

“Transforming Campuses Through Learning Communities,” Closing Plenary. Washington Center
Conference, Seattle. 1999,

Panelist, Learning Community National Teleconference. University of South Carolina. Center for
Freshmen Year Experience. 1999,

With Jodi Levine, Will Koolsberger, and Phyllis Van Siyck. Workshop on “Taking Structure Seriously:
Using Learning Communities to Transform Institutions.” American Association for Higher

Education. Atlanta, Georgia. 1998.

With Vincent Tinto. “Learning Communities: Creating Connections Among Students, Faculty and
Disciplines,” Plenary address to the American Association for Higher Education Annual
Conference on “Taking Learning Seriously.” Atlanta, Georgia. 1998.

“Why Learning Communities: A Beginners workshop.” Presentation to the Washington Center
Conference on “Embracing Community, Diversity and Change.” Seattle, WA, 1998.

“Implementing Learning Communities: Issues and Strategies.” Presentation at the Conference on
“Transforming Campuses into Learning Communities.” University of Miami, Coral Gables, FL.

1998.

With Debra Friedman. “Using Portfolios to Change Administrative Culture in Service of Teaching,
Collaboration and Reflective Practice.” Presentation at the American Association for Higher
Education Annual Conference on “Faculty Roles and Rewards.” Orlando, FL. 1998.

“Learning Communities at the University of Central Florida: Issues and Solutions.” Presentation at the
University of Central FL. 1998,
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With Doen Yaeger and Louis Fox. “New Approaches to Statewide Articulation,” WICHE Policy Forum
on Fostering Postsecondary Success, Seattle, WA. 1997,

With Ed Dolan “Learning Community Implementation” and “Institutional Change Work.” Sessions at
the Washington Center FIPSE Learning Communities Institute, 1997,

“Renewing the Academy through Learning Communities.” Keynote at the University of Louisville, KY.
1997.

“Life Long Learning: Prior Learning Conference,” The Evergreen State College. 1997.
“Life Long Learning: Cliche or Emerging Paradigm for the 21st Century.” Miyazaki University. 1997.

With Carver Gayton. “Transforming an Institution for Diversity.” Ford Foundation Conference on
Diversity Education and the Public Good. 1996,

With Faith Gabelnick. “Learning Communities.” Workshop at the annual meeting of the American
Association for Higher Education, Chicago, IL., 1996,

With Jane Jervis, Jim Crowfoot, and Penina Glazier, “Crossing Boundaries: Lessons From Alternative
Colleges.” Presentation to the annual meeting of the American Association for Higher
Education, Chicago, IL. 1996.

“The Campus Environment: Keys to Faculty Hiring and Retention.” Baruch College, The City
University of New York’s “Achieving a Diversity Faculty: Lessons from Around the Country
conference,” New York, NY. 1996,

With Dwight Oberholtzer. “Putting Learning First.” Queens University, Kingston, Canada. 1996,

With Marie Eaton., “Teaching Portfolios.,” Washington State Assessment Conference, Central
Washington University, Ellensburg, WA. 1995,

“Learning Communities: Current History and Future Prospects."” Closing address, Mieklejohn Education
Association, University of WI. 1995,

With Gilda Sheppard. All-day workshop on Learning Communities for public colleges in the state of
Mississippi, Mississippi State Institutions of Higher Learning, 1995.

With Kitty Parker, Steve Hunter and Sherry Walton, “Improving Freshmen Retention: Deep Dilemmas
and Interventions.” Annual statewide assessment conference. Spokane, WA. 1995,

“Creating Learning Communities.” Plenary Address to the Freshman Year Conference, South Carolina.
1995,

“Collaborative Learning and Learning Communities.” Workshop for the Freshman Year Conference,
South Carolina. 1995.

With Faith Gabelnick. “Collaborative Learning and Learning Communities: Viable Ways for Building
an Engaged Campus.” Workshop at the Annual Meeting of the American Association for Higher
Education. 1995.
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“Developing Communities of Learning Across Disciplines.” Presentation to the Fourth Annual Spring
Conference of the Lilly Fellows Program in the Humanities and Arts. Texas Wesleyan

University, Fort Worth, TX, 1995.

“Creating Learning Communities.” Plenary Address to the National Academic Advisors Annual
Meeting. 1995,

“No Longer Elective: Organizing Collaborative Learning Throughout the Curriculum.” Presentation to
the Annual Meeting of the Association of American Colleges and Universities. 1995.

With Cedric Page. “Strategic Planning and Diversity.” Workshop for the Washington Center for
Improving the Quality of Undergraduate Education Annual Conference. 1995.

With Betty Schmitz, *“Washington Center/University of Washington Cultural Pluralism Initiative:
Overview and Lesson.” Presentation for the Washington Center for Improving the Quality of
Undergraduate Education Annual Conference. 1995.

With Rosetta Hunter, George Freeman, Ir., and Gilda Sheppard. “Hiring and Retaining a Diverse
Faculty.” Presentation for the Washington Center for Improving the Quality of Undergraduate
Education Annual Conference. 1995,

“Collaborative Learning and Learning Communities.” Presentation to the faculty at Willamette
University. 1995,

“Institutional Change: Key Elements and Challenges.” A workshop for the Ford Foundation's Fifth
Annual Diversity Conference, Philadelphia, PA. 1995.

With Paul Lehto. “Hiring a Diverse Faculty.” Association of American Colleges & Universities’
Conference on “Transforming the curriculum: Incorporating Race & Gender.” Seattle, WA.

1995.

With Pat Hutchings and Gillies Malnarich. “Learning Communities, Collaborative Learning &
Reflective Practice,” and “Using the Teaching Portfolio to Prompt Reflective Practice.”
American Association for Higher Education Conference “Improving Teaching Through
Reflective Practice.” 1995,

With Suzanne Benally. “Diversity, Unity, and Cultural Pluralism.” Presentation to the annual meeting of
The Association. Portland, OR. 1994,

With Ed Reynolds and Dwight Oberholtzer. “Using Cases to Explore Collaborative Teaching and
Learning.” Workshop for the Conference on Reflective Practice. 1994,

“Collaborative Learning.” Presentation to the University of Houston Core Curriculum Institute. 1994.

With Jean MacGregor. “Building the Movement for Collaborative Learning: What it Takes.”
Presentation to the national conference on Collaborative Learning. Penn State University. 1994.

With Jean MacGregor. “Collaborative Learning and Learning Communities.” Presentation to the
National Conference on Collaborative Learning. Penn State University. 1994.

With Rochelle dela Cruz. “Exploring Issues in Cultural Pluratism through Cases,” Workshop for the
Annual Conference on Race and Ethnicity in American Higher Education. 1994.
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With Cederic Page. “Comprehensive Approaches to Institutional Change,” Workshop for the Annual
Conference on Race and Ethnicity in American Higher Education. 1994,

Three workshops on Teaching Portfolios, The Evergreen State College, and Case Studies. Presentation
to the faculty of Douglas College. 1994.

“Learning Communities.” Lecture and workshop for the annual conference of the Meiklejohn Education
Association. 1994,

With Rosetta Hunter, “Learning Communities; A Viable Approach for Reshaping the Academic
Workplace for the 21st Century.” American Association for Higher Education Annual Meeting.

1994.

With Rosetta Hunter. “Using Case Studies to Explore Diversity.” Conference on “Equity within the
Classroom.” Lansing, ML 19%4.

“Successful Approaches to Diversity.” Conference on “Equity within the Classroom.” Lansing, MI. 1994

With others. “Administrative Challenges in Learning Communities.” Washington Center Learning
Communities Conference. 1994,

With others. “Funding Issues for Learning Communities.” Washington Center Learning Communities
Conference. 1994. '

“Innovating the Curriculum.” Presentation to North Seattle Comnmunity College. 1993.

“The Dean as Instructional Leader.” Presentation to Council of Independent Colleges Annual Meeting,
1993,

“Collaboration through Case Studies.” Workshop for the Council of Independent Colleges Annual
Meeting, 1993.

Co-chair and presenter at National Science Foundation Conference on Coalitions, 1993,

With S. Benally, David Linder, and Robert Steele.” Diversity Networks: Access, Equity and Excellence,"
Annual Conference of Ford Foundation Diversity Initiatives, 1993,

With C. Maldonado, Rick Olguin, and J. Butler. “The University of Washington/Washington Center
Cultural Pluralism Project.” Annual Conference of Ford Foundation Diversity Initiatives. 1993.

Convocation Address. “New Directions in Teaching and Learning.” Clark College. 1993.
With Ed Reynolds, *Case Studies.” Presentation at in-service day Spokane Community Colleges. 1993,

Seminar series on “Learning Communities & Collaborative Learning.” Faculty College. University of
Wisconsin System. 1993,

“The Benefits of the Washington Center Consortium to Colleges and Universities in Washington.” Texas
Tech University, 1993,

“Hiring for Diversity.” Presentation to the University of Puget Sound Diversity Committee. 1993.
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“Implementation in Learning Communities: What to Look out for” and “What are Learning
Communities: Temple’s Plan in National Perspective.” Temple University, Philadelphia, PA,
1993.

With Paul Killpatrick. “What Promotes & Undermines Quality & Diversity: Washington State’s
Experience Promoting Diversity & Pluralism.” National Institute on Quality Strategies in Higher
Education. 1993.

With Ron Hamberg, “Holistic Strategies to Build Quality & Innovation in Higher Education: The
Washington Center.” National Institute on Quality Strategies in Higher Education, 1993.

With Edgar Beckham and Trevor Chandler, “The Changing Face of Diversity on Campus.” American
Association for Higher Education. 1993.

With Carl Waluconis, Dwight Oberholtzer, and Jean MacGregor. “Case Studies to Improve Collaborative
Learning,” American Association for Higher Education. 1993,

“The Washington Center.” Kansas City Regional Council for Higher Education. 1993,

With Carlos Maldonadoe. “The Washington Center Cultural Pluralism Project.” Annual Student Success
Conference. 1993.

With James Harnish. “Rethinking Structures: Practical Steps for Starting Learning Communities.”
Annual Meeting of the Association of American Colleges. 1993.

With Elaine Maimon, George Kuh and Shirley Strum-Kenny. “Intellectual Community and the
Commuter Campus: Models for Needed Practice.” Invitational Symposium on General
Education, 1993.

“What Matters in College: Engagement and Learning.” Sponsored by the Association of American
Colleges with support from the Exxon Education Foundation. 1993,

“Learning Communities and Active Learning.” University of Hawaii, 1992,

“Cases and Collaborative Learning” and “Learning Communities” at the Joint Meeting of ISETA and
Cooperative Learning Network. San Pedro, CA. 1992,

“Teaching and Learning Innovation in Washington.” The Association. Port Ludlow, WA, 1992

“Keeping Faculty Fresh: Opportunities for Renewal.” 1992 Seminar in Community and Technical
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LEARNING COMMUNITIES
AND UNDERGRADUATE
EDUCATION REFORM

Vital and sitccessful institutions stand vt by their ability to
maintain direction and a sense of meaning even anid significant
shifts in the sociad landscape. . .. Noie, bowever, as major
econuirsic and social change shalkes American sociery, bigher
edrcation is facing servions tests of i1s yesvurcefulness.

—William M. Sullivan

WE STAND AT AN IMPORTANT JUNCTURE in higher education, a time
that calls for new levels of resourcefulaess in thinking about undergrad-
uate education and the relationsiips between the academy and its com-
munitics. We kaow more about what promotes student learning than ever
before, but we still face considerable challenges in putting what we know
into practice. Our students are increasingly diverse and the ways they
attend colfege have changed dramarically in the last thirey years. The
hucolic vision of students attending residential colleges has faded as more
and more students commute, often attending two or three different insti-
rutions during the postsccondary experienee. Many simulraneously hold
fuli-time ar part-time jobs and have family obligations. They step in and
out of bur institutions, combining a community colicge program with
on-line courses and a residential cxperience. At the same time, a coliege
cducarion is becoming increasingly important, as our soCiery’s expecta-
rions for student performance rise and the emphasis grows an the new
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skills and abilitics everyone needs to navigate and succeed in a changing,
multicultural world.

Current faculty members, both those who led and those who resisted
curricular chanpe for the past twenty-five years, are retiring, offering an
unprecedented opportunity to change the face and philoesophy of the pro-
fessoriate, Stilll we know that new faculty are being educated in ways
stmilar to their predecessors. Although there has been same progress in
shifting the priorities and rewards to teaching, recent studics suggest chat
research remains a dominant force in the faculty culture. The nature of
academic appointments is also changing, raising a host of questions about
the implications for undergraduate education and the nature of commu-
tiity on our campusces. The tssues of faculty succession and faculty work
life thus become linked with educational reform.

We also find ourselves facing enoarmous political and financial chal-
lenges. Many of the publications cited in this chapter point to a financial
crists in higher education. Administrators spend too much tme managing
declining resources and trying to Agure vut ways to sustain their institu-
tions. Qur society is verging on an cconomy that requires nearly univer-
sal college atrendance, while ar the same time the prospective student
population is the most diverse in our history. Jane Wellman’s monograph
Weathering the Double Whamniy (2003) describes a broad fiscal crisis
combined with & minority and immigrant studenr populacion that will
require farger amounts of financial aid. Thus, access and affordability,
balimark challenges in the late ewentieth century, continue ta press higher
cducation’s social commitment ta a better educared sociery in the twenty-
first century, We are being asked to do more with less, 1o find more
effecrive and less costly ways to improve stedent learning.

In response to these challenges, learning communiries have arisen as
one of many reform efforts in undergraduate cducation. Now offered at
more than five hundred colleges and universities, learning communities
have become a far-reaching and ambitious movement, Learning commu-
nities restructure the curriculum by tinking or clustering two or more
courses and enrolling a common cohort of students. We believe they
arc one of the most powerful interventions on the educational landscape
because they provide a comprehensive, cost-effective framework for
enhancing student learning thae is applicable in many different types of
institutions, Furthermore, a growing body of research demnnstrates their
effectiveness in addressing a vaciety of issues, from student retention to
curricular coherence ro faculty revitalization, Learning comumunities have
much in common with many other reform efforts 1o their aspirations for
and assumptions about what promotes student learning. Indeed, rhey
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provide a structural platform for integrating many of these other reform
efforrs, such as service learning, collaborative learning, and various
inquiry-based approaches to learning,

in this chapter we explore the higher education landscape and the chal-
lenges that the academy now faces. This discussion is essential to under-
standing why higher education is at such an important juncture. We then
turn to recent calls for reform that, as we shall sce, make increasingly
convergent recommendations. Taking on change in a time of limited
resourees is difficult but necessary. Clearly, we need ways to learn to do
our work betrer and mare effectively, to help students become betrer
learners. The chapter concludes by explaining how reforming under-
graduate education through icarning communitics has emerged as one
way of accomplishing this.

Challenges 1o the Academy
New Colleges, New Students, New Challenges

In the lase four decades higher education in the United Srares has been
transformed through a dramaric increase in the number and types of col-
leges and universities and a corresponding increase in student enrollment.
The expansion of the higher education system has created unprecedented
opportunitics for place-hound students. Enrollment in rwo-year colleges
went from fewer than half a million in 1960 o four million in 1980 (Kerr,
1990). Half of all students in the United States today spend their fresh-
man year in a community college, At the same time, institutions of all
types have become more comprehensive and wide-ranging in their cur-
ricular offerings. Although state-supported colleges and universities ede-
cate a growing proportion of all students, new types of institutions have
also appeared. Nontraditional progressive collepes, for-profit colleges and
umiversicies, and institutions that use cechnology as their primary mode
of instruction have emerged. In addition, many existing colleges and uni-
versities have reexamined their missions, In America’s research universi-
ties, where one-third of all undergraduates carn their baccalauareate
degree, undergraduate education has clearly become a greater priority
although the reach of the reform efforts falls well short of our aspirations
{Reinventing Undergraduate Education, 2001 O'Connor and others,
2003} Many other four-year colleges and aniversities have crafred now
mission statements. The result has been the identification of new secrors
in higher education—irom “the urban universing™ to “the new American
coltege” to “the public liberal ares college” {Spear and others, 2003).
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As higher education has expanded, the student body has become much
larger and more diverse in terms of age, gender, ethnicity, and cultural
background (Marcy, 2002: Newton, 2000). Now only 16 percent of the
student population may be described as “eraditional”—=that is, ages
ciphteen to twenty-two, attending college full-time, and living on campus.
Many now attend college part-time. More than 70 percent work, and
41 percent are over age twenty-five (Marcy, 2002). Many of these new
studenes are the first generation in their family to attend college. The
majority of the new students are women.

Patterns of college attendance have also changed. Largely commurer
mmstitutions have become a pervasive foree in higher education, raising
pressing issues about how to create a meaningful academic communiry in
a nonresidential, transitory setting. Even more problematic when it comes
to maintaining academic community and coherence is the precipitous
decline in the number of students who atrend only one college for all four
years. Few students now graduate from the institution at which they
began their coliene career

The fates of the two-year and four-year colleges have become inrer-
twined, and issues of transfer and interinstitutional articulation are
increasingly important. To compheate matters further, recent studies
show that students do not flow logically from high school o college or
from two-vear to four-year institutions (Ewell, 2002¢; Adelman, 1999),
In fact, there is substantial lateral movement across four-vear institurions
and considerable reverse transfer between two-year and four-vear schools,
Meanwhile, relattonships berween colleges and high schools have become
increasingly complicated, Widespread reform efforts in primary and sec-
ondary education are aiming for higher fevels of student achievement, and
a number of “carly college™ efforts are demonstrating ways to integrate
the high schoot and college experiences and increase college arrainment
rates (Hotbnan, 2003). Ar the same time, expectations for students are
rising as our socicty becomes increasingly dependent on the kinds of
knowledge and skill that are gained through higher education. In fact,
the Associaton of American Colleges and Universities asserts that we are
verging on universal college attendance as a college degree becomes the
equivalent of a high school education one hundred years ago (Greater
Expectations, 2002},

The challenges of educating a new generation of Jearners become appar-
cnt when we tackle the issues of student preparation and achicvement, the
mismatch between student and faculty expectations, and the differences
between what colleges think is important and what parents and employers
want. Although American higher education is often said 10 be the envy of
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the world, the level of student achievement and preparation needs to
improve. Many statistics indicate this to be the case:

Although high school geaduates may have taken the correct number of
courses ro graduate, more often than not they are not the right courses
for pursuing postsecondary education, *About 50 percent of all first-time
community college students test as underprepared for the academic
demands of college-level courses. . .. This percentage . . . has not changed
significantly across the United States in at least two decades™ (Roueche
and Roueche, 1989, p. Sh

Students” academnic preparedness is down on a vartety of measures, but
students” confidence i their abilities 1 higher than ever (Hansen, 1998),

“While parricipation rates in higher education have increased, the gaps
between high and low income levels and college completion rates have nor
changed” (Roueche and Roueche, 1999, p. 3}, In addition, “rumerically,
minority students are less equal now than they were thirty years ago on the
criterion that really matters: college graduation™ {Renner, 2003, p. 40).

As Karen and Karl Schilling point out, we need to look at expectations
for efforr and engagement if we are to improve student learning. Their
rescarch ar seven institutions demonsirates a substantial mismartch
between scudent and faculty expectations for academic work outside class,
with faculty expecting three times more time on rask than students report
actually undertaking. Perhaps most significantly, the pauerns of first-year
student time investment seem to be durable across the four years, imply-
ing that the freshman year is an important place to set expectations and
study habits {Schilling and Schilling, 1999}, "The 2002 Cooperative lusti-
tutional Research Program {CIRP) annual national survey of students cor-
roborates these findings that students are studying less than ever, declining
to an all-time low of 35 percent devoting six or more hours per week o
studying (Higher Education Research Institute [HERT], 2003). This recent
CIRP survey also indicates that trends among students show “grade infla-
tion, increasing financial concerns, heightened stress, academic and
political disengagement, declining social acrivism, and record-level
volunteerism” {HER{, 2003, p. 16).

There is a growing demand from emplovers and parents and from
inside rhe academy itself for a new kind of educanion that has higher
expectations {Greater Exprectations, 2002; jones, 2003). Many are call-
ing for a pracrical education thar increases students’ capacities for dealing
with a rapidly changing warld, They emphasize reamawork and col-
laboration and developing problem-solving skills rather than memoriza-
tion awd the accumulation of facts thar will soon become obsolete. Often
referred 1o as “lifelong learning™ or “deep learning.” these capacities have
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become imperatives in vur rapidly changing society. In fact, the new
research in coguitive science suggests that lifelong learning is also
tundamental to our long-term health (Quartz and Sejnowski, 2002),

The Changing Face of the Faculty and Faculty Work Life

Over the past thirty years both the nation’s faculty and faculty work life
have undergone enormous change. After the large-scale expansion of the
higher educarion system in the 1960s and 1970s, the academy is now in
the midst of another shift as farge numbers of faculty retire. In fact, more
than one-third of the faculrty turned over in the 1990s. In 1 significant
study of the entering cohort, Finkelstein, Seal, and Schuster (1998) noted
that this new generation is markedly different from the previous genera-
tion: these individuals are much more diverse, international, and female,
and fewer are based in traditional liberal arts fields, An increasing num-
ber come to full-time positions after years of part-time work, and others
come from outside the academy altogether,

Surprisingly, however, despite years of national attention on improving
teaching and icarning and rebalancing faculty roles and rewards, the new
cohorr is even more rescarch-oriented than their predecessors (Finkelstein,
Scal, and Schuster, 1998; O’Meara and Rice, 2004), In gencral, the new
eohort does not differ markedly from their predecessors in relving on
traditional fecture-based pedagogies, although women faculty have heen
found to spend mare time with students and rely less on lecraring
{Finkelstein, Seal, and Schuster, 1998). This information is corroborated
by other recent studies of the freshman year thar indicate a growing
mismatch between students and faculty, with students reporting that most
classes are lecrure-based whereas they prefer move expericntial approaches
{(Sax, 2000),

The structure of academic appointments is also changing. More faculty
members are being hired to part-time and non-tenure-track appointments,
This trend is expected to continue, raising concerns about equity, self-
governance, and the ability to build strong local communities of faculry.
“The faculty” is becoming a vast territory including different types of
appointments with Jirtle systematic attention paid to supporting the needs
of all. Few institutions, for example, match the University of Phoenix in
the atrention paid to part-time faculty although these faculty members
constiture a majority of the teaching faculty at many inseitations,

What we are also seeing is what Martin Finkelstein and Jack Schuster
refer to as the “functional respecialization of the faculty, especially in
research universities” {Schuster and Finkelstein, 2001). As Jack Schuster
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explains, “By this we mean that for 125 years or so the academy has
tocused on beconting more specialized {and subspecialized) by conrent area,
for purposes of teaching and research, But now . .. a ot of faculty {the off-
track, full-time) are being hired for teaching-exclusive or research-exclusive
purposcs. ... This shift (it is hardly hyperbolic to call it revolutionary)
entails a tangle of trade-offs for undergraduare education: promoting a
much overdue reemphasis on teaching, bur at the same tdme, in more subtle
ways. undermining the long-term attractiveness of academic careers. In fact,
the changes are progressing more rapidly than we can measure them, much
less comprehend the downstream implications™ {Jack Schuster, personal
communication with the authors, October 2003},

Meanwhile, new conceptions arce emerging of who can be a teacher and
what being a teacher entails. The new universities that deliver education
through technology have fed the way in redesigning and disaggregating
the four traditional faculty roles of curriculum design, curriculum defiv-
ery, assessment, and advising. By distinguishing rhese roles, it becomes
obvions that other experes outside the traditional faculty can contribute
to student learning and provide expertise that traditionaliy trained faculty
may lack, Numerous reform effores build on this insight, such as service
tearning initiatives that involve communiry members in insrructional
roles, Learning communities too are experimenting with new roles, buikd-
ing; teaching teams that include hibrarians, student affairs professionals,
and student peer lcaders who bring new expertise to teaching in more
traclitional settings.

Calls for Reform in Undergraduate Education

A widespread national consensus is emerging about the issues we face. It
is clear thar we are on the edge of nearly universal higher education while
we are still operating with an infrastructure buile for a maore selective,
hamogeneous student body and more generous fnancial resources. Fur-
thermore, we know a great deal move about whar promotes stadent fearn-
ing: if widely adopted, these new practices could significantdy raise levels
of student achievement. Many of our policies, practices, and assumptions
are no fonger viable. Although there is no clear agreement vither about
what an undergraduate education should be at the beginning of the
twenty-first century or about how to marshal the reseurces to achieve
the vision when it is developed, there are numerous calls for reform and
a growing research Herature on student lenrning thar offer guidance, Wit

large-scale fuculty retirements on the horizon, there is no berrer thme to

~

find ways of putting more cffective practices into place.
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Myriad recent studies recognize that higher education must restructure
itself to meet the new challenges. They stress the rising stakes of under-
performance in higher education and point toward concrete ways in
which the academy can move ahead to improve undergraduate education
and incorporate new information about student learning. Exhibir 1,1 sum-
marizes recent significant reports on the different sectors in higher edu-
cation. Although cach speaks to the hisrory and mission of its particular
constituency, they have many simifar themes and make similar recons-
mendations. First and foremost, of course, is the need to provide access
to a growing and diverse population and educate these students effectively.
Same, especially those i ehe scienees, point o an alarming trend toward
inequality in our higher educarion system, which endangers both our
cconomy and our democracy. As one put it, *It s a fundamental respon-
stbility of a modern nation to develop the ralent of all of irs citizens”
{Project Kaleidoscope, 2002),

The reports also recognize that new approaches are needed to reach all
students. Whether it is & commitment to a twenty-first century practical
ltheral arts education, as the Association of American Colleges and
Universitics (AAC& U} advocates, or che panoply of inquiry-based
approaches to learning that the Boyer Commission urges all research
universities to embrace, all recognize that both the form and the content
of our curriculum must change. Many of the reporrs deseribe a variery of
exemplary programs, demonstrating that we already have some excellent
institutional models in all types of insturutions. The challenge &s to encour-
age wider adoption of these promising approaches.

A third important theme is the refationship berween the academy and
the larger society. All of these studies advocate for an engaged campus
that is connected to the external community in meaningtul ways. Like the
community colleges, the state and land-grant universities have a long his-
tory of community-based education. Thus, it is not surprising that the title
of the report compiled by the Kellogg Comumission on the Future of State
and Land-Grant Universitics was Refinraing to Qur Roots (2001). Bur this
is not a call for a nostalgic return to the past; borh the Association of
American Colleges and Universities and the Kelloge Commission articu-
fate a new vision for connecting the academy with the community that is
squarely rooted in the twenty-first century and addresses local, regional,
and increasingly global issues,

All of the recent reports recognize a need for institutions to rise above
“business a4y usual” and put together a coherent response to the academy’s
challenges. This calls tfor difficult dizlogues thar are fundamental to exer-
cising leadership and forging a renewed sense of purpose. It will also
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Exhibit 1.1, Recent Major Reports on Undergraduate
Education Reform

Greater Expectations: A New
Vision for Learnring ac a Natios
Goes tu College {Assaciation of
Amncrican Colleges and Universi-
ties, 2002)

Returning fo Our Roots
(Kellogy Commission an the
Fature of State and Land-Grant
Universities, 1999-2000}

Refnventing Underpraduate
FEducation: A Blueprint tor
Ameriea’s Research Uitiversitios
{Bover Commission on Educat-
ing Undergraduates in Research
Universitics, 1998}

Reinventing Undergradiate
Education: Three Years After
the Bever Report {Reinvention
Center, Stony Brook, 2001

The Knowledyge Net:
Cannecting Commuinities,
Learners, and Colleges
{American Association of
Community Colleges, 2000)
Transforming Undergraduate
Frucation in Scicnce,
Mathematics, Engincering, and
‘Feehnology {National Rescarch
Councit, 1999)

Reprort on the Reports:
Recommendations for Action
ine Support of Undergraduate
Scierce, Technology, Engineer-
ing, and Maithematics {(Project
Rakidoscope, 2602}

Analyzes the challenges facing higher education
and makes the case for practical, learner
centered chinges and a new notion of liberal
learning. Describes many excrunlary approaches
already in place, including active and inquiry-
based approaches and learning commuaitics.
"Fhese are sis reports on the future of state and
land-grant universites and the gap between the
teaching and rescarch missivns, Report themes
inchade the stadent experience, student access,
the engaged institution, a learning society, a
coherent campas culture, and renewing the
covenant. Reports stress the need for reengage-
ment and restructusing to beemme genuine learn-
ing comnunitivs,

Argues for the reinvention of undergraduate
ccheeation in research univessites wath recom-
mendations on areas to pursu, including under-
graduate research, integrated first-vear
programs, collaborative learning, freshman semi-
nars, capstone courscs, inquiry-based reaching,
faculty development, and others,

Analyzes the extent ro which research antversi-
ties have responded to the Boyer Commission
recommendations. Finds substandal responsive-
ness but also a need for reaching a wider spee-
trun of students and ingepration with faculty
rales and rewards,

Presents the cast for community cofleges to
respond o massive societal changes aond create
fearning-centered changes relevant o the vwenty-
first century.

Argues that we are divided into a wechnologically
knowledgeable clite and a disadvantaged
maijariry, Calls for new approaches for all
andergraduates to study science, math,
technology, and engineering carly in ther
undergraduate educazion.

Sunamarizes the major reports in K-12 and post-
secoudary science educadon from 1986 10 2001
and concludes that the recemmendations are
laroely congruent in terms of the case tor refonn,
Stresses the need for now approaches that bring
all undergradoates to an vederstanding of the
role of scienee and wehnology,
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require an unprecedented level of commitment, collaboration, and holis-
tic thinking thar in many ways poes againse the grain of our habits and
our structures, Despite this, there is a sense of optimisin, not only that we
must do this but that we can. This optimism is fueled in part by the grow-
ng recognition that we are increasing in our knowledgpe of what promotes
student learning,

What Works in Enhancing Student Learning

Fundamental change requires rransformational thinking, One of the main
conceptual shifes that has been advocated is the need o move from a
teaching to a learning paradigm. First put forward in Robert Barr and
John Tagg’s widely discussed 1995 article in Change magazine, this per-
spective was described in move detail in John Tagg's recent book The
Learning Paradigm College {2003). This formulation of the issuc res-
onates with much of the thinking about needing to put stadent learning
at the center of our work. Putting learning first provides a leas through
which we can view all of our policies, practices, and structures and helps
define what is core and what is peripheral in our institurions. It points to
the prevalent flaw of equating faculty effort with student learning and
demands that we incorporate a growing body of new research on studen:
learning into our practice, This conceptual shift is significant, The next
step is ro understand more clearly what promotes student learning and
begin to incorporate that knowledge into our reaching practices,

The literature on stedent tearning containg a number of common
themes:

o People construct new knowledge and understandings based on
what they already know and believe, Students’ prior knowledge
affects how they respond to reaching: if we ignove it, it hinders our
treaching,

~

Learners are not all the same. Our increasingly diverse students
come to kearning with a highly variable store of knowledge, experi-
ence, and comperence and with diverse perspectives and preferred
ways of lcarning,

Key o learning s activity, rime on rask, and social interaction wich
others, the active use and testing of information and ideas, and the
active practicing of skills in @ meaningful congext,

e

Learning is best promoted by high expecrations and clear learning,
sutcomes, with frequent assessment of both students” starting

"
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points and progress and timely feedback from more expert peers
and teachers.

Learning and understanding develop and arc internalized over
time, especially as Jearners engage in meaningful activities and
reflect on what they know.,

~

Learning cannot be kept separate {rom identity development.

-

ot

Learning and understanding do not necessarily occur hecause one
is taught.

No ane type of teaching works all the dme. Particular methods
follow from the specific types of fearning needed to achieve the

e

desired results in a given counrse,

This research paints a much more complicated picture of learning than
we had in the past (National Rescarch Council, 1999; Zull, 2002,
Gardiner, 1994; Pascarclia and Terenzini, 19915 Brown, Collins, and
Duguid, 1988). It also shows us rthat the challenge of improving student
learning is not simply about introducing teachers to a few new “tech-
niques.” The relationship between pedagogy and content is complicated,
and many of our ideas and practices are unexamined and based on mis-
conceptions, Understanding how people learn, what effective learning
environments look like, how modern technologics mighe have an impact
on learning, and how all of this shapes the instructional role 15 a great
challenge that requires rethinking how we train and support our teachers
and construct our learning covironments.

Disseminating the Research on Student Learning
and Promising Practices

Over the past twenty years, there have been a variety of efforts fo dis-
setninate the research on student learning and promote promising prac-
tices at both the national Jevel and on individual campuses. The major
higher cducation associations have provided consistent and focused fead-
ership to the effort ro improve undergraduate education, The American
Association for Higher Education, the League for Innovation in the
Community College, and the American Associadion of Community
Calleges have promoted national discussions about service learning,
instructional uses of technology, and learning outcomes, while the Asso-
ciation of American Colleges and Universities has led the national
conversations about diversity, liberal learning, and general education.
Many other professional associations have also been acrive in dhe natioual
effort to improve both undergraduate education and stadent learning.
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Onc of the most imporwant conceptual leadership efforts came from
Erpest Boyer, Gene Rice, and Lee Shulman and their work on the schol-
arship of teaching, which called for a broader definition of faculty work
and scholarship, a more empirically grounded sense of good practice, and
more robust ways to describe and evaluate teaching, Since the carly 1990s,
The Carnegic Foundation for the Advancement of Teaching and the
American Association for Higher Education [AAHE) have worked
together to pramote the scholarship of teaching approach as a concrete
way to redefine and raise the status of teaching. Hundreds of campuses
have been involved in this effort, which has led to a broader notion of
faculry roles and rewards on many of them {(O’Meara and Rice, 2004; Par
Hutchings, personal communication with the aurhos, October 2003).

The assessment movement has also been importanr in undergraduate
education reform. As Peter Ewell points our, the assessment movement
started in the mid-1980s on the heels of the significant national reporr
Involverent in Learuing (Ewell, 2002a). Almost from the outset, assess-
ment work developed a dual focus on improvement and accountabiliey,
At the same time, assessment reforms have focused on the classroom,
giving teachers important tools for enhancing their pracrice, Tom Angelo
and Par Cross encouraged teachers to experiment with classroom assess-
ment approaches, or *CATs,” as they came to be called. Together they
wrote an eminently practical handboolk that provides dozens of examples
that teachers can use in their classrooms to shed light on their asswnp-
tions abour teaching and tearning {Angelo and Cross, 1993}, Also in the
“ask-them” tradition, Richard Lights work at Harvard demonstrated that
we all have a lot 1o learn from asking our studenrs about their learning
(Light, 1990, 2001).

Although many reform approaches have heen cross-disciplinary, some
have focused on the academic disciplines. Teaching journals have
appeared in a number of disciplines, as have projects ro encourage new
pedagogicat approaches, The AAHE was particelarly important in col-
laborating with the disciplines on its twenty-three monographs on service
learning in the disciplines, its work on teaching portfolios, and s work
on the scholarship of teaching. Meanwhile, the Assoaation of American
Colleges reexamined study in the major, inding a widespread problem in
terms of coherence {Association of American Colleges, 19901,

The National Science Foundation has given significant support to inno-
vative approaches in the scicoces, funding a variery of reforms inn mathe-
matics, the sciences, and engineering. Many of these effores were designed
to reverse the bigh attrition rates in these disciplines and address the shorte-
age of graduates in mathematics, science, and engineering, Inquiry-based
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approaches to learning and an emphasis on undergraduate research ar
important ingredients in most of these reforms, as are efforts to change
the chilly climate of many science classrooms and build a greater sense of
community. Developing peer support systems among students has often
been successful in building community and encouraping persistence in the
sciences {Seymour and Hewitt, 1997},

Meanwhile, on individual campuses, onc of the most promising trends
has been rthe widespread establishment of teaching and learning centers
and f{aculty development programs, providing a dissemination system
for new information about student learning and a support system for

growing numbers of new faculty members,

Oid Structures and Practices

In spite of the calls for reform, exciting new research about student
learning, and robust national dissemination efforts, much about higher
cducation has changed but lttle in the last hundred years. Our academic
structure remains a curricuium of social efficiency divided into three- or
four-credit courses and fitty-minure classes. Grades, scat time, and credir
hours remain the basic currency of higher education, even though they are
increasingly recagnized as inadequate measures of studenrt learning,
Although focusing on student fearning outcomes is generally conceived as
the best new alternative to credit hours and seat time, few institucions
have adopted this approach in a deep and meaningful way (Ewell, 2002a),
Those that have moved to student learning outcomes often find themselves
caught between the new approach and perverse traditional policies,
especially as they refate to funding and student Anancial aid.

Although ir s true thar farge freshman lecture courses subsidize
small upper-division courses, the aterition rate in chat crocial first veay
makes this a dubtous practice, Following the familiar pattern in hipher
education, many new reform effores are add-on's and promising projects
cather than true reforms. In fact, the emerging alternadve practices
{such as tutorials, seminary, learning portfolios, and so fordh) are often
viewed as labor-intensive and costly and face scrious challenges in scaling
up to reach large numbers of students,

Discipline-bascd academic departments continuce as the mainstay of
most college and university organizational strucrures. And although they
have heen important in delivering discipline-based courses, they pose a
serious challenge to many functions and programs thar are more instice-
tonwide and cross-cutting. such as general education and interdisciplin-
ary cducation, often creating role conflicts for faculty interested in these
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broader forms of reaching. As a result, general education programs often
face statfing challenges because the faculey’s primary loyalty is to their
academic disciplines and their department.

Faculty culture remains rooted in a long rradition of autonomy and
individualism. Az rescarch universities in particular, the faculty are
increasingly specializved and national or international in their affiliations.
Developing a sense of institutional community and overall faculey respon-
sibility for it is a challenge, especially in larger institutions, According to
William H. Sullivan in The University as Citizen: Institutional tdentity
and Social Responsibility, many faculty members have retreated to what
he calls instrumental individualism, avoiding the more difficult and
important alternative of coming to grips with a new institutional purpose
appropriate to our times (Sullivan, u.d.}. As a result, many institutions
have found it very difficulr 1o have meaningtul discussions about the
overall curriculum. '

Peter Ewell has said that we are caught in 2 number of paradoxes,
which he describes as “key dialectics”—scemingly opposing positions that
niust be necommodated {Ewell, 2002¢). He suggests that the only way omt
of the apparent contradictions is a conceptual shift and new institutional
structures and ways of doing things. Even in teaching and learning, for
example, Ewell poines out that we are faced with the paradox of increas-
ing individualization and fragmentation of the curriculum and a need
for coherence. As students become increasingly mobile, artending two,
three, or four colleges, it is not easy to imagine a simple curricular fix
to the coherence issue beeause the solution is beyond the purview of a
single institueion, In the organizational domain, Ewell says thar we face
the apparent conrradiction that our existing modular forins of organiza-
tion {academic departments} are not effective in certain areas—like general
education, interdisciplinary education, and learning communities——that
require more cross-cutting organizational structures, Here the challenge
is o create meaningful hybrid structares thar do not lead to tuef wars and

marginalization,

Promoting Change in a Time of Limited Resources

As the epigraph that began this chapter pointed out, higher education is
now facing “serious tests of its resourcefulness with the significant shifts in
the social landscape” (Sullivan, nud., p. 1). Providing meaningfu! access
to higher education for an increasing number of students is a clear prior-
ity, bur this commitment comes on the heels of the recognition thar
resourees for higher education will be constrained in the fature, making
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“husiness as usual” impossible (Guskin, 1994a, 19945, 1996; Guskin and
Marcy, 2003; Massy and Wilger, 1996; Massy, 2003

In comparison with other industrialized nations, the United States
speads more per student on higher education and the gap widened
herween 1995 and 1998 (Sherman, 2003}, but most observers contend
thart recent funding growth patrerns for public higher education are not
custainable in the face of tax resistance and increased competition for
resources. “In 1997, the Cowuncil on Aid to Education . .. analyzed ongo-
ing trends in educational support and expendirures, and determined that
if all sources of support continued to follow current trends, and higher
education continued to model its expenditure pattern, higher education
would face a funding shortfall of about $38 billion—nearly 25 percent of
its needs—by 20157 (Council on Aid to Education, 1997, p. 3).

Already there are signs of increasing incquality in access to higher edu-
cation (Educational Testing Service, 1998). Reports with such dranatic
titles as Losing Ground {2002¢) and College Affordability in Jeopardy
{2002a}, both from the National Center for Public Palicy and Higher
Education. and Empty Promises (2002) from the Advisory Comumittee on
Seudent Financial Assistance, demonstrate that access is increasingly tied
ro income and that the American Drean is falling out of the reach of too
many. Rather than face the challenge of setring new directions in the shift-
ing landscape, many colleges and universities arc facing the dilemina of
containing costs and cutting budgets by a combination of hunkering
down—hoping for a better day—and nibbling away at the budget base
through across-the-board cuts, a strategy that will nor work in the long run
iGuskin and Marey, 2003),

The Project on the Future of Higher Education is one effort aimed at
exploring the future of higher education in the context of this increasing
PICSSUTE ON FEsourees {sce www.aantioch.cdu/pfhe), The projeet brought
together sixteen leaders in higher education to explore future scenarios
and suggest ways to enhance student learning, maintain quality in faculey
work life, and cut costs simultancously. They see using technology, creat-
ing new forms of instructional leadership, taking berter advantage of
approaches known to enbance student learning, and putting a sharper
focus en student learning outcomes as key clements (Guskim and Marey,
2001, 2003; Ewdll, 2002¢}.

The kind of relarms that the Project on the Future of Higher Education
and other national reports are recommending cannot come casily, in part
because a variety of questionable assutnptions shape our views of what is
possible and desirable. As one higher education analyst, Ann Fereen, notes,
we assume, for example, that quality means more expenditures per student
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and that class sive s a primary measure of quality. Theee are many other
questionable assumptions, such as the following: The more specialized
courses a department ofters, the better it is. Every faculty member ought
to have the opportunity to teach one or more specialties. Enrollments are a
measure of a department’s success. Courses should be offered 1o satisfy all
available markets and emerging interests {Ferren, 1997, p. 549).

After reviewing more than twenty-six hundred books, articles, and
other writings about student learning, Parrick lerenzini and Ernest Pas-
carclla (1994) reached similar conclusions about myths that get in the way
of reform, Some of the widespread myths they cite are the following;

» Educational quality is a function of the institution's wealth,
resources, and selectiviey.

The lecrure is a proven, effective way of teaching undergraduate

r

students,

The only significant influences on student learning come through

i

the faculty and in the classroom,
Students” academic and nonacademic experiences are separate and
unrefated influences on learning,

-

Questionable assumptions and myths close many doors to education
retorm, blinding us to resources and new ways of thinking about roles
and responsibilities. They can also misdirect us toward straplistic solu-
tions. Many reform cfforts are narrowly conceived around a single factor,
such as altering the lecture or reducing class size, without taking all the
other factors iato account that would make the effort more far-reaching

and successtul,

The Course Redesign Project

One significant recent project chalfenged some of these assumptions. It
worked from the premise that we can improve student learning while simul-
tancously reducing the cost of instruction if rechnology plays an important
role {Twigg, 2003), Supported by The Pew Charitable Trusts, the Course
Redesign Project involved thirty colleges and universities that redesigned
their large introductory-level courses, often called gateway courses, which
enroll the grear majorizy of students across the nation. The courses include
algebra, American government, introductory psychology, and introductory
chemistey {Twigg, 20035 see abso www.centerrpi.edu/Pewerant).

As project divector Carol Twigg points out, most of the offorrs invelved
subszantial structural change: “Some climinate some fecrnres: others
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eliminate all lectures, The premise is that faculty do nor need to spend as
much time presenting information, Lectures are replaced with a variery of
fearning resources, all of which involve more active kearning or more mdi-
vidualized assistance. . .. The primary goal is o shift students from a pas-
sive, note-taking role to an active learning orientation. . .. As one math
professor puts it ‘Students learn math by doing math, not by listening to
someonce watk about math’™ {Twigg, n.d.).

This project demonstrated comprehensive innovarion driven by learner-
centered thinking that also reached a large number of students. It required
1 derailed examination of the real costs of instruction, something that has
oiten been recommended but seldom implemensed. As Twigg (n.d., p. 31)
poINS out:

Doing a casetul analysis of the instructional tasks associated with the rra-
ditional course formar altows one to gain an understanding of those that
can be shifted from personnet to technology-based materials and those
ehat cannot. After derermining the pedagogical principles that need o be
employed in the redesign and the kinds of instructional personnel whao
are essential to the specific tasks, one can experiment with @ variety of
designs and caleulate their assoctated costs. Most academic problers can
be addressed it a varicty of ways; there s no one periver redesign seeategy.
The princinles are generic, however. Cost savings result from shifting the

time spent by the instructional personnel to the wechaology.

A more learning-centered paradigm encourages us to make the ¢rucial
move to thinking about ways to enhance student learning that get beyond
simply equating student learning with faculty time in the classroom. The
Course Redesign Project demonstrates one way to rethink how large
introductory classes can be raught by using technology, altering faculty
time in the classroom, and creating new ways for students to work
topether. The project was successful in curting costs, increasing student
learning, and improving faculty satisfaction. Like learning communitics,
this project took structure, pedagogy, and roles and relationships as vari-
ables thar could be alrered.

Learning Communities and Undergraduare
Education Reform

1n this climate of rising challenges, growing calls for reform, broad-seale
experimenration, and strong research on learning, learning communi-
ties have emerged as 2 compeliing strategy to use in restructuring under-
araduate cducation. Carefully designed and implemented learning
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communitics can simultancously address the issues of enhancing student
learning and building the quality of our academic communirics in a cost-
effective manner. Because they can provide a holistic and coherent approach
to reform, learning communiries offer a potentially more sustainable
approach than many more narrowly based reform imnatives,

A Definition

Although learning communities have a long and rich history, which is
discussed in Chapter Two, the contemporary concept and implementa-
tion starred to buikd inte a national movement in the mid-1980s with
substantial expansion in the mid-1990s. Now they have became so wide-
spread that the term learning commumnity s uscd 1o apply to many different
cducational strategics. More clearly defining learning communities and
delineating their key features can help us understand these programs’ inten-
tions and also provide a standard against which to judge what they are
attenipting, .

n this text, we use the term lfearning conunumnitios to refer to a variety
of curricular approaches that intentionally link or cluster two or more
courses, ofrenr around an interdisciplinary theme or problem, and enroll
a common cohort of students, Fhey represent an intentional restrucrur-
ing of studenes” time, credit, and learning experiences 1o build commu-
rigy, enbance learning, and foster connections among students, faculey,
and disciplines. Ar their best, learning communities practice pedagogics
of active engagement and reflection. On residential campuses, many learn-
ing communities are also living-learning conununities, restructuring the
residential environment to build community and integrate academic work
with out-ol-class expericnces.

The Social Construction of Knowledge

As reform cfforts have evolved over the past cighty years, they carry a set
of assumptions, summarized in Exhibit 1.2, about the nature of knowl-
edge, student learning, the organization of the curriculum, and the role of
the faculty. These assumptions are strongly associaied with a view known
as the social construction of kirowledge. Citing the work of Kenneth
Bruffee, K. Patricia Cross defines this view as follows: “We construct and
maintain knowledge . . . by negotiating with one another in communities
of knowledgeable peers. . . . Knowledge is actively built by learners
as they shape and build mental frameworks to make sense of their
environments. . .. Knowledge is not something that is rransferred in an
authoritarian seructure from seacher o students bur rather as something
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Exhibit r.2. Assumpiions Underlying Traditional Approaches
to Education and Recent Reform Efforts

Traditional Assumptions
About Higher Education

Discovery of knowledye is
mere important than pracrical
applications.

Meaning is seen as sameching
that is individually con-
structed.

Seresses objective nacure of
knowledge, raconalizes value
of knowledge.

Emphasizes “procedural™ and
“separate™ knowing,

Student learning and develop-
ment arg scen as something
accurring primarily in the
classroom.

Focus more on the nature of
the curriculum than on who is
in the classroom.,

Curricuhnm is delivered
through discrete courses,
emphasizing seat time and
credit hours,

Curriculum is built around
disciplines,

Emphasis is on diductic
instruction, rather than con-
necting theory and practice.
Teacher is seen as authorita-
tive deliverer of content.
Reflection is considered an
aptional afeerthought,

Assumptions Underlying
Recent Reform Efforts

Experiential learning and practice serve
to deepen knowledge and understanding,

Meaning is seen as socially constructed,
through collaborative learning,

Admits subjective and value-laden vature
of knowledge.

Encourages connected, relational, and con-
structed knowing,.

Student learning and development occur in
and outside the classroom.

Increasing focus is on who is in the classroom,

Dielivery system is organized around larger
packages of time and credin alternagive ways
of validating learning.

Curricalinn is buile around interdisciptinary
foci, often around themes or problems or
questions.

Experiential learning and pracuice are used
to deepen knowledge and understanding.

Teacher is seen as designer and manager of
jearning processes.

Refiecton is seen as cenreal to learning and
meaning making.

that teachers and students work interdependently to develop. Thus it fos-

ters active learning over passive learning, cooperation over competidon,

and community over isolation” {Cross, 1998, p. 5.

There is now a fairly strong consensus on these views of knowledge and

student learning among most learning and student development theorists,

o
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cognitive scientists, and leaders and practitioners of reform effores at both
the K-12 and postsecondary levels. These perspecrives have profound
implications tor how we think about curricutum, teaching practices, stu-
dent assessment, and co-curricular activiey, and especially for how we pre-
pare faculty members for the professoriate. Although these assumptions
are intriguing and hold great promise for strengrhening student engage-
ment and learning, they are also problematic because most faculty mem-
hers were not taught tn these ways and most have not been exposed to
these theories and their implications for classroom practice.

Nonetheless, learning communities provide a significant arena for
putting these theories into practice. The changed structure of learning
communitics brings rogether courses and disciplines, learners and teach-
ers to provide a targer and more holistic platform for realizing the more
recent assumptions described in Exhibit 1.2, The learning commaunity
structure is itself infinitely adaptable ro different kinds of curricular and
co-curricuiar settings. What has made it attractive and widespread is this
adaptability; educators can shape and reshape the strategy around specific
curricular or student needs, Central to fearning community design and
implementarion are five core practices: community, integration, active
learning, diversity, and reflection and assessment. Although these core
practices, which are deseribed in detail in Chapter Four, are importane in
any educational setting, they can be more fully developed in learning com-
munities simply because learning communities provide more time and
space by resrructuring the curriculum, In this changed structure, new roles
and relationships also become possible. Many different people can came
together to teach in learning communities—faculry, student affairs pro-
fessionals, librarians, graduate teaching assistants, student peer mentors.
Learning community programs are often a team cffort, setting up the eon-
ditions for interdependence and Jearning on the part of all the peoplke whe
teach in them,

Learning Communitics as a Reform Effort

At their best, learning communities embaody an analysis of what is needed
ta reform higher education {curricular restructuring), a theory of fearning
(based on cursent research), a commitinent ro certain educational goals
{putting student learning at the center of our work), and a commitment
to the importance of community {a necessary condition for fearning). They
rest on the belief that we can improve student academic success if we
design a more appropriate educational structure for addressing importan:
intellectual and social issues, recognize learning as a shared responsibility,
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andd enconrage active learning and communiry building. They create
venues for synergistic activity to occur among people and ideas,

The fearning community approach offers a unique opportunity o be
resourceful i a titme of lmited resources. Unlike many approaches to edu-
cation retform, learning communities are not a simple response to one set
of issues. They represent a holistic response, what Peter Senge has called a
bigh leverage point. Because of this we believe learning communiries have
enormous potential in helping to achieve the larger aims of undergradu-
ate education reform. They can be a convergence zone for many relared
reforms, At the same time, putting learning communities in place requires
not only reforming the curriculum but also reforming many of our work-
ing relationships and the organizational systems on our campuses. This
work of reform, of changing complex systems, is difficult because we tend
to see the world and our education system in terms of separate, unrefated
forces {Senge, 1990). We tend to underinvest in the kinds of ongoing dia-
Jogue, comprehensive planning, and staff development that are needed to

ring about deep and enduring change {Ewell, 1997). As a result, educa-
tional reforms are usually additive rather than transiormational, having
fitrle impact on our core values, structures, and practices. Some learning
communirics—rthough by no means most—scem to be reaching beyond
this historic pattern of cducational tinkering. {n the nexr chapter we
explore the history of learning communities and the lessons we can draw
from this history. Time will tell whether learning communities will be
remembered as a large bur ultimarely minimal reform movement or as an
explosion of activity and energy whose leaders recognized their potential,
harnessed their energy, and brought about the revolution they were able

to create,
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The Challenge of Learning Communities as a Growing
National Movement

By Barbara Leigh Smith, Co-Director National Learning Communities Project,
Evergreen State College

Learning communities have become a growing national movement.' Four or five hundred
colleges and universities now offer them, and the number continues to increase. They are
found in virtually every state, in both public and private colleges and universities, and in
a diverse range of institutions. Learning communities are a broad structural innovation
that can address a variety of issues from student retention to curriculum coherence, from
faculty vitality to building a greater sense of community within our colleges. On some
campuses, the learning community effort is very large; on others, it is small. On most, it
is fragile, even if it has been in place for several years.

At this juncture it's appropriate to ask why learning communities have become so
pervasive and what challenges this growing national movement faces. These questions
are timely for learning communities are at a transition point. On the early adopting
campuses, they are facing classic second-stage reform effort issues of succession and
institutionalization, and the movement itself faces challenges as it becomes larger and

more diffuse.

How and Why Learning Communities Became Pervasive

The learning community movement has numerous roots and branches and a long history
of start-up, failure, and rebirth at another time and place. The basic ideas underlying
learning communities are not new. The roots lie in the 1920s with the establishment of a
short-lived program at the University of Wisconsin, the Meiklejohn Experimental
College (see Brown 1981; Cronon and Jenkins 1994; Powell 1981). The seeds of many of
the current value conflicts that threaten learning communities were sown in this earlier

time,

Meiklejohn lived in a time when the elective system became popular and research-
focused specialized academic departinents were gaining ascendancy. Meiklejohn thought
the structure and values of the emergent research university were becoming antithetical to
the task of preparing students for democratic citizenship, a goal integral to the very
notion of public education. He saw the division of the curriculum into smaller and
smaller units of credit and the growth of specialized academic departments as critical
structural issues that would ultimately drive both relationships between students and
faculty and the content of the curriculum. He predicted that narrow departments would
make it difficult to raise important interdisciplinary issues and the fragmented nature of
the curriculum would frustrate committed teachers trying to create a sense of deep
engagement and community. "General education” (education for citizenship}, he rightly
surmised, would become nobody's business.




Meiklejohn's solution was to establish the "Experimental College," an interdisciplinary,
team-taught, two-year lower division curriculum focusing on democracy. The curriculum
was both historical and contemporary, looking at the roots of democracy and the issues
facing twentieth-century America. The Experimental College tried to build community
and create a scamless interface between the living and learning environment. The
pedagogy stressed active learning, seminars, and assignments that asked students to put
the theory they studied into practice, a radical notion at the time. Teachers were seen as
advisors and facilitators of learning rather than as distant figures on a lectern.

It was not an easy sell. Enrollment was lower than anticipated. The students were often
seen as unruly, and Meiklejohn and the faculty spent much time fighting the values and
power structure of the university. Despite being a favorite of the new president of the
university, the program was abandoned after five years. Although it didn't last very long,
the program had an enormous impact on its students. Recent histories describe it as a high
point in the university's history, referring to it as "Camelot on the Lake" (Cronon and
Jenking 1994).

The next major chapter in learning community history is in the 1960s when the higher
education system nearly doubled in size and the community college system was broadly
established. This was a time of innovation with various experiments with structure.
Cluster colleges were one attempt to humanize the scale of higher education and promote
community. Many traditional institutions established innovative programs and sub-
colleges such as the residential college at Michigan, the Centennial Program at the
University of Nebraska, and Fairhaven College within Western Washington University.
Innovative new colleges were also founded including the Evergreen State College, the
University of California-Santa Cruz, and Empire State College.

Interdisciplinary approaches were an important aspect of these innovations, but only a
few significantly altered traditional organizational structures. As a result, they often
contained internal contradictions and faced substantial compatibility challenges as they
developed. Very few survived into the 1990s with their founding values intact.
Throughout this period, there was debate about whether these innovations could scale-up
and become cost effective. This issue remained unsettled until well into the 1980s when
institutions like the Evergreen State College proved that they could. Meanwhile,
mainstream institutions picked off their innovations, broadly appropriating ideas such as
student-centered learning, writing across the curriculum, active learning, and
interdisciplinary programs.

Several of the most important programs in this era were in California. In the mid-1960's
the Meiklejohn model was resurrected by a former student, Joseph Tussman, at the
University of California-Berkeley and at San Jose State College by Merv Cadwallader, a
friend of Tussman's. These programs were also short-lived but they became seedbeds for
future endeavors. Cadwallader carried the idea to a number of other institutions,
including The Evergreen State College. Tussman wrote an eloquent account of the
rationale for curricular restructuring in his book Experiment at Berkele (now reprinted as
The Beleaguered College, 1997).




Learning communities resurfaced with the establishment of the Evergreen State College,
a new institation holistically designed around the structural notions underlying the
Meiklejohn-Tussman integrated curriculum (for an account of this see Jones 1981; Jones
and Smith 1984; Smith and McCann 2001). About five years later, a number of
institutions on the east coast, notably SUNY Stony Brook and La Guardia Community
College also developed new curricular restructuring models. These adaptations made the
idea of learning communities applicable to a broader range of institutions, especially
research universities and community colleges. Patrick Hill, then at SUNY Stony Brook,
was passionate about the growing social and intellectual atomism and the mismatched
expectations between students and faculty in research universities, but he was also a
pragmatist who appreciated incremental change and local adaptations.

There was a joining of the East and West Coast learning community effort when Hill
became provost of the Evergreen State College in 1983. The momentum for learning
communities dramatically increased in 1985 with the establishment of the Washington
Center for Undergraduate Education at the Evergreen State College. Led by Barbara
Leigh Smith and Jean MacGregor, the Center helped develop and disseminate a language
about learning communities along with a variety of models that could be locally adapted.
1t became a support system for people interested in learning communities.

A number of other factors contributed to the pervasive reach of the learning community
effort. The significant research of Vince Tinto, a major figure in the area of student
retention, was critical. In the early 1990's Tinto undertook a major study of the impact of
learning communities and collaborative learning (Radcliff and Associates 1995). He
looked at the learning community programs at two very different institutions-the
University of Washington and Seattle Central Community College-producing the first in-
depth study. The results clearly demonstrated their effectiveness and showed that
involving and academically challenging campus environments could be purposefully
built on commuter campuses. At the same time, Alexander Astin’s important book, What
Matters in College, appeared. Between Astin and Tinto, both the dimensions of the
problem of undergraduate education and some solutions were offered. The leadership of
people such as Astin, Tinto, Peter Ewell, John Gardner, Carol Schneider, and Pat Cross
was also important in spreading the word about learning communities. They spoke to
different audiences in academic and student affairs, in research universities and
community colleges, and broadened the reach of the learning community effort.

The last fifteen years have been a time of broad discussion about teaching and learning.
Many powerful pedagogies have emerged on the national landscape: service learning,
assessment, writing across the curriculum, inquiry-based approaches to the sciences,
multicultural education, collaborative and cooperative learning, and problem-centered
learning, to mention just a few. These reform efforts have a common aim of promoting
active learning and what has been referred to as "deep learning." Numerous funding
agencies and national organizations and conferences have supported these teaching and
learning reform efforts and featured learning community work over the last decade.




Many innovations fail to develop broad reach simply because they become too
intramural, operating in isolation of potentially related enterprises. What's notable about
the learning community effort is that it has often joined forces with these other efforts,
providing a broader structural platform for implementing these other powerful
pedagogies. This has both deepened learning community pedagogy and aims, and
broadened the audience and base of potential allies. This could go further.

Recently, regional nodes of leadership have started to emerge beyond the early adopters.
Delta College in Michigan and William Rainey Harper College in Illinois now jointly
sponsor an annual learning community conference, and several convening campuses are
now emerging in California. An extensive relationship has been established between
[UPUI, George Mason University, Portland State University, and Temple University and
other urban universities. A National Learning Community Project at the Evergreen State
College funded by Pew Charitable Trusts should deepen this trend toward regional
collaboration.

Learning Communities Past and Present

The history of learning communities is an evolving story of reformers and innovators
doing their work. It is a story about the power of personal commitments and relationships
in building reform efforts. It is also a story about the power of institutional structures,
processes, and value systems in shaping our institutions. There is continuity over time
with a number of themes in this learning community history. The themes of democracy,
access, and classrooms as community particularly stand out. Early learning communities
dating back to the early twentieth century were concerned with the role schools play in
preparing students for responsible citizenship. The question "education for what" was at
the forefront, This influenced the curriculum content and the educational practices. Early
learning communities were also concerned about making higher education widely
available. These were not enclaves for the elite. Continuing to expand access was seen as
critical to the evolving American experiment with democracy.

Another way to look at this history is to note that, across these generations of leaders, we
also see dramatically different leadership styles, organizational strategies, and settings.
Learning communities in the latter part of the twentieth century are characterized by
collaborative leadership models-models which came in with the feminist movement, the
civil rights movements, and the reform efforts in the 1960s and 1970s. There has been a
shift towards movement thinking and community organizing strategics in the
contemporary learning community movement, The effort is more purposefully inter-
institutional with the rapid dissemination of ideas and strategies across institutions. There
is also a systematic effort to build bridges to related enterprises and to broaden leadership
across the movement. In many institutions the learning community effort has become
robust precisely because the organizers have been savvy about working with the existing
organizational structures and adapting them to their needs.

The Challenges Learning Communities Face
While the learning community movement is certainly succeeding by some measures-if
only sheer size, it also faces significant challenges. The most obvious challenge is that of




transition and succession as the early adopters move on. All institutions face this
challenge. Other challenges are deeper and perhaps more important. I will close by
briefly describing four: the challenge of student learning and faculty development; the
challenge of diversity, the challenge of institutional change, and the challenge of purpose.

The Challenge of Student Learning and Faculty Development

We know that learning communities can be a powerful platform for both student learning
and faculty development. We need to figure out better ways to put what we know about
student learning into our learning community designs. Unless learning communities build
upon the best approaches to student learning, the structural changes will only produce
minimal improvements. Too many learning communities are little more than block
registration devices, with little alteration of the teaching and learning environment.

Learning communities across the nation are under-investing in faculty development. So it
isn't surprising that pedagogical approaches have changed little. With the imminent
retirement of about half of the nation's faculty, this is a very good time to invest
extensively in faculty development and to rethink the ways in which we support the
development of excellent teachers. Learning communities can be a powerful faculty
development structure, especially if they involve team teaching or team planning, which
provides a natural setting for the day-to-day coaching that can lead to genuine growth and
development. There is no shortage of good literature to draw upon. John Bransford's book
How People Learn or Lionel Gardner's Redesigning Higher Education for Dramatic
Gains in Student Learning are good places to start,

The Challenge of Diversity
The challenge of diversity is a multifaceted issue about who participates in learning

communities (students and faculty), what the curriculum is and where it is located, and
how the teaching and learning environments are structured. Learning communities
continue to struggle to address the multiple issues of diversity. At the same time, they
have great promise. We know that they can provide a powerful means of serving an
increasingly diverse student population. Some schools have used them strategically to
address serious retention issues in parts of the curriculum that are not serving students
well. Many schools are targeting learning communities on developmental education since
this is a graveyard for too many students. These efforts often lead to dramatically

improved student retention.

The Challenge of Institutional Change

If the learning community movement is to have lasting impact, the challenge of
institutional change needs serious attention. Across the nation we see persistent
weaknesses in terms of leadership structures, resource investments, faculty development,
real curriculum integration, assessment, and pedagogical change. Effectively addressing
institutional change requires a more comprehensive point of view. Eventually the
learning community effort must move from being an innovation or an interesting project
to being a reform. Being a reform requires structural change, reworking roles and
relationships, and generally re-engineering the organization so that learning communities

are appropriately supported.




The Challenge of Purpose

Learning communities often begin in a flurry of enthusiasm without clear goals or
planning. There's nothing wrong with this; it is typical of innovations. But if the effort is
to last and have a significant impact, the institution needs to eventually come to a
common understanding about their goals and organize appropriately to support them. The
question I want to raise here is about whether our vision is large enough.

Learning communities re-emerged in the last twenty years in a period of rapid expansion
of the higher education system and a climate of widespread experimentation with new
approaches to teaching and learning. At the same time, the education system as a whole
has come under increasing public scrutiny. This is a time of rising criticism outside the
academy and also a time of growing crisis within the nation's colleges and universities.
At no time have the questions "education for what" and "education for whom" been more
pressing.

The learning community effort now stands at a crossroads, at the institutional level and as
a national movement. As it is now a large-scale effort, pointed questions need to be raised
about how quality can be maintained and strengthened as this endeavor continues to
scale-up. If we look back at earlier learning communities, it is very clear what they were
about. They had big goals in terms of their vision of society and the role of the academy.
They saw learning communities as a means for developing the capacity to live in a
democratic society. Now, these very issues are being raised again in a variety of ways -
through the service learning movement, through the multifaceted diversity work, and
through the larger national conversations about the direction of higher education. The
learning comniunity movement is poised to be a major player in this conversation. By re-
engaging some of these fundamental issues of purpose and squarely facing the multiple
challenges, today's learning communities may find new strength.




Notes

I As we use it, the term "learning community" refers to the purposeful restructuring of the
curriculum by linking or clustering courses that enroll a common cohort of students. This
represents an intentional structuring of the students time, credit, and learning experiences
to build community, and foster more explicit connections among students, faculty, and
disciplines (Gabelnick, MacGregor, Mathews, and Smith).
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It's a pleasure to be with you today. A special thanks to the Maricopa folks for an
excellent conference. This is a wonderful learning opportunity for all of us and a terrific
time to re-gather our strength as a community committed to educational reform. I have no
illusions about how difficult this work can be down in the trenches. It's often an
emotional roller coaster on the precipice between hope and despair, especially in the
tough fiscal environment we now face. I have enormous respect for all of you who work
with such creativity, dedication and perseverance. You are the reason learning
communities have become such a vibrant force for educational change.

I'd like to turn my comments today toward the question of sustainability and what it will
take to realize the full potential of learning communities. [ also want to place learning
communities in the context of larger efforts and trends in higher education. Learning
communities are now a large-scale movement, touching hundreds of institutions of all
types. My overall argament is that we are now at a turning point where we need to raise
our aspirations and move more towards transformational thinking rather than thinking of
the learning community effort as simply an interesting project or innovation, I'll end by
sketching out what [ see as the key areas of challenge and opportunity. I think you'll hear
lots of resonance with what others have said at this conference.

As many of you know, I've been in this work for a long time. Right now I'm co-directing
a large national learning community project funded by Pew Chairitible Trusts with Jean
MacGregor. This project's central goal is to move the LC effort to the next stage in terms
of both quality and reach. To this end, we've been sponsoring summer institutes for
campuses wanting to send teams to do serious institutional planning, developing a major
website, writing a series of monographs to be published with AAHE (12 to be exact),
working with 57 learning community fellows who we see as a next generation of leaders,
and sponsoring regional events like this one.

(By the way, the website includes a national directory of learning communities. Please
register your program on our LC website if you haven't done so already. The address is
on the back page of the handout you have with the bibliography.) As I said regional
conferences like this one are part of our effort. Another one sponsored by the Association
of American Colleges and Universities (AACU) will be held in April in Atlanta. In June
there is yet another in Minneapolis sponsored by Augsberg College. Next fall there will
be others in the southeast. Our hope is that we will make this good work more available




to large groups of people by bringing it to different regions of the country. Taking
different groups of people to LC conferences and to visit campuses is a great way to
recruit people to LC's,

Another project I'm involved with is called the "Project on the Future of Higher
Education.” This group met last weekend in Tucson. Everyone in the group is convinced
that higher education 1s in a pivotal period of transformation as a result of a variety of
factors including the growing mobility and diversity of students, the increasing emphasis
on student learning, the impact of technology, and growing resource constraints. The
project is trying to develop models of higher education that can simultaneously increase
the quality of student learning and reduce cost. Fifteen of us gather every three months to
talk and write about this. Even though this is a very smart group of people, this has been a
very tough job... I want to share a little bit of the thinking since I do think that LC's are
one of the emerging strategies to address the core dilemma of increasing the quality of
student learning in a time of limited resources. It will also give us a better sense of the
larger system dynamics in which we are caught.

There's a fairly widespread national consensus emerging about the issues facing us. It's
clear that we are on the edge of nearly universal higher education but still operating with
an infrastructure and many policies and assumptions that no longer work. As a result, we
are caught in a number of paradoxes. This is one reason why we all feel crazy some of
the time as we try to pursue education reform.

At our meeting last weekend, Peter Ewell described the current situation in terms of "key
dialectics"---seemingly opposing positions, both of which are right and both which must
be accommodated. The only way out of the apparent contradictions is a conceptual shift
and new institutional structures and ways of doing things.

One of the major conceptual shifts that has been advanced is the move from a teaching to
a learning paradigm. While the article by Barr and Tagg that made that argument had the
unfortunate effect of polarizing a lot of people, it has a certain resonance with much of
the thinking about where we are headed in terms of putting student learning at the center
of our work. If you think that form must follow function, it is an important move. Putting
learning first helps define what is core and what is periphery in our institutions in terms
of promoting student learning. It provides a lens through which to view all of our
policies, practices, and structures. And of course we will uncover many contradictions.
Our institutions are cluttered with many perverse policies from the standpoint of
supporting student learning,

If we are indeed facing nearly universal higher education, which seems indisputable, and
a situation in which a college degree is to our society what a high school degree was a
100 years ago, then we have to ask serious questions about what a 21% century degree
should look like and how to work more successfully with our students.

Paradoxically, although American higher education is the envy of the world, the level of
student achievement and student preparation needs improvement. Yesterday Vince Tinto




mentioned low expectations and there is a huge amount evidence that this is the case.
Although nearly 75% of the population goes to college, a recent study showed that only
42% had completed the high school curriculum required to go to college. As a result 40%
take remedial courses. Even more alarming, nearly half of those who go to college never
graduate. Tt's also clear that there is a growing mismatch between what we think is
important and what employers and parents want. A practical education that prepares
students for the workplace is becoming increasingly important. And that is not a simple
issue of occupational training but rather a more complex kind of capacity for dealing with
a rapidly changing world, what has sometimes been called life long learning. This is why
the emphasis on many active learning approaches on unscripted problems is so important.
Problem solving skills is way more critical than memorizing specific bits of information
that will soon become obsolete.

Yesterday we heard that how people go to college has changed dramatically. In the oid
days when I went to college, students typically attended the same college for four years.
Coherence was clearly defined in the degree. Since most students lived on campus, there
was a healthy and natural interchange between the curricular and the co-curricular
experience. There was strong sense of community resulting from the residential character

of many institutions.

Almost no one attends college that way anymore, Most students now commute and most
work, so building a strong sense of academic engagement and community is a challenge.
Students have also become much more mobile. A recent study of the 1988 high school
graduating class showed that 54% had attended two or more colleges. That number has
certainly dramatically increased. Studies of student transfer show that they "swirl" (a term
that Maricopa invented, I am told) rather than flow logically from high school to college
or from two year to four year institutions. In fact, there is substantial lateral movement
across four-year institutions and considerable reverse transfer between two and four- year
schools. Distance courses are now starting to further increase the complexity of where
students find their education.

At the same time, most colleges have dismantled their requirements in terms of common
courses. Fragmentation has become a pervasive feature of the current environment. Now
all of this is probably good from the standpoint of providing students with opportunities
to individualize their education but it raises serious questions in terms of planning and
coherence. Balancing individualization with coherence is one of the major apparent
contradictions in the current environment.

Many believe that the only way out of this dilemma is by emphasizing learning outcomes
which have a portability and coherence beyond a single institution, and by thinking of the
student rather than the curriculum or a single institution's prograim as the central force for
coherence, Students, according to this line of reasoning, should be expected to become
more responsible, more intentional, and better informed navigators and planners of their
education. This calls for a different curriculum and different kinds of support. Advising
becomes key. Vehicles like summative student evaluations, cornerstone and capstone
courses and projects , and various active learning approaches provide ways for the



student to accomplish this. LC's have become a significant way of to organize courses
into more coherent combinations, often also providing the time and space for a good
marriage of experiential and content learning. And as everyone said yesterday, they also
offer a powerful way to build community into the classroom.

Another key dialetic is around the organizational structure. Ewell calls this Modular vs.
Cross-Cutting Organizational Structures. We are organized around academic
departments which work very well for many purposes, but not well for others. There is
growing recognition of the rigidity this builds into our colieges. Many see a need to have
more cross cutting organizational structures to accommodate such things as general
education, interdisciplinary studies, learning communities, and innovation in general. All
of this "other stuff” is constantly at risk and on the margins of most institutions. Most
learning communities are caught in this organizational rigidity.

The third contradiction Ewell talks about is the changing faculty role. He calls this the
paradox of Disaggregated vs Integrated Faculty Roles in Instruction. We have, as was
noted yesterday many faculties. Most institutions have barely begun to deal with the
status, role, and support issues resulting from this. Furthermore some parts of the faculty
role that used to be integrated are now being disaggregated, especially as a result of the
use of technology. The technology universities are the best example of this dis-
aggregation of faculty roles. Within the four key faculty roles of curricular design,
content delivery, mentorship, and assessment, different people are now taking on
different parts of what used to be a single integrated role.

The disaggregation of faculty roles can be liberating or fragmenting, good or bad,
depending upon what is put in place. It can enhance attention to all aspects of the roles,
some of which are currently under-developed, especially advising and assessment. In
some institutions deliberately formed teams such as [UPUI are being forged, giving new
energy and sophistication to the educational delivery system and taking advantage of too
often neglected expertise in the library, in student affairs, in other parts of the institution,
and outside in the community. The use of students themselves through various peer
leadership models also represents a different way of thinking about instructional roles and
expertise. Learning communities have been quick to take advantage of this trend, often
developing highly sophisticated roles and relationships that enrich the learning
environment and build a larger sense of the community of educators.

Though learning communities are often described as a pedagogy, they are fundamentally
a curriculum restructuring approach. They've become pervasive because they are so
adaptable to different institutional environments. Where they've had deepest impact, it is
because they are a way of addressing some of the key dilemmas we now face. Dating
something like this is difficult, but I would say the learning community movement is
about fifteen years old. A watershed date is 1984 when the influential report /nvolvement
in Learning was published. Recommendation Five called for "every institution of higher
education to create learning communities, organized around specific intellectual tasks and
themes." Coming on the heels of the significant report , 4 Nation at Risk, the Involvement
in Learning report was distinguished by its focus on the process rather than the content of




the curriculum, pointing to three critical conditions for excellence: student involvement,
high expectations, and assessment and feedback, Active learning and the establishment of
learning communities were stressed as two critical arenas for increasing student
involvement and responsibility. Vince talked about these key factors yesterday.

While the first LC dates back to the Progressive Era and a small number of learning
community programs developed in the 1970's and 80's on both the east and west coast,
the effort really gained momentum in the 1990's as a result of the growing national
emphasis on undergraduate education. Five efforts were especially notable: First, John
Gardner's ambitious thirty year effort to improve the freshman year through his work on
student retention and freshman year seminars at the University of South Carolina.
Second, Emest Boyer's and Lee Shuiman's work on the Scholarship of Teaching called
for a broader definition of faculty work and scholarship as well as a more empirically
grounded sense of good practice. This was a blatant attempt to raise the status of
teaching. At the same, Pat Cross encouraged teachers to experiment in their own
classrooms using classroom assessment and classroom research. Richard Light's work
also demonstrated that we all have a lot to learn from our students about their learning,
even at Harvard. There were also a number of efforts to bring legitimacy to the teaching
enterprise in a disciplinary context, The American Association for Higher Education, the
Association for American Colleges and Universities, the League for Innovation in the
Community Coliege and the American Association of Community Colleges were all
active in promoting the agenda to improve undergraduate education.

So the overall climate for focusing on undergraduate education has been positive in the
last fifteen years. This gave the LC reform efforts status and built a network of kindred
spirits. There has also been a robust dissemination effort through the leadership of
important high education organizations and government and private funding sources that
kept the conversation going and provided arenas for finding resources, experimenting,
and cross fertilization. All of this gave the reform effort energy, important in sustaining
commitments.

The learning community effort is now a very broad and diverse movement, covering
everything from simple linked classes to living-learning programs to fully integrated
team taught programs. John Gardner's recent national survey of the Freshman Year
provides our first data on how widespread the effort is in different types of institutions.
As Figure 1* indicates, LC's are widespread in all types of colleges and universities. The
learning community effort continues to grow, now touching 400-500 institutions of all
shapes and sizes.

[*FIG. DELETED; it is available at: www.brevard.eduw/fyc/survey/Curricular/survey.htm;
From: Betsy O. Barefoot, John L. Gardner and Randy Swaing. Policy Center on the First
Year of College. Brevard College, Brevard NC. (2000).]



There's been a kind of predictable falling out around certain models in different types of
institutions because of natural structural compatabilities. As more and more schools have
moved to semester system calendars and smaller chunks of credit and students have
become more part time, it's become necessary to build learning communities of varying
sizes. Faculty load also influences this. Community colleges in general tend to have more
ambitious LC's in terms of team teaching and curricular integration. Not surprisingly the
Fig model and the Freshman Seminar approach is most pervasive in research universities
because it works quite easily with the current distribution system for general education
and can be staffed with part time faculty and graduate students. Nonetheless, some of the
FIG models are quite sophisticated with substantial use of active learning. A number of
research universities such as the University of Washington see LC's as a platform for
implementing other reforms in service learning and technology.

Not surprisingly, the quality and scope of learning community effort varies widely. In
some institutions, it is only a few linked courses but in others, it includes a substantial
portion of the freshmen class, even in very large universities. Many institutions have
found that they can be a galvanizing force for change within an institution, empowering
people to see their roles and relationships in new ways. In some institutions, learning
communities have become a powerful way of building community in the classroom as
well as new connections outside the academy.

The creativity that lies behind many learning community designs demonstrates what deep
and empowering learning can look like. But, I must also acknowledge, that too many
efforts are little more than block registration with little change in the teaching and
learning environment. In many institutions the effort operates on the margin re-enforcing
old divisions between student and academic affairs or disciplinary divides over remedial
and college-level preparation. In many institutions that have had fairly well established
learning communities for some time, there is a kind of "settling in" process that is
unlikely to move the effort to its full potential. Many excellent efforts have become
limited simply because they have become insular and not reached out beyond the early
adopters.

As I ook over this effort, I've come to the conclusion that the learning community
movement is at an important crossroads. To fully realize its potential, we need to take the
right next steps and ramp up our expectations. We need to make the right investments in
certain strategic areas to sustain and improve our efforts.

Scaling-up innovations is always a challenge. Education reform efforts come and go, and
truth be told, most have limited impact. There are several reasons for this: first,
mostefforts are piecemeal, and there is an under-investment in faculty development,
curriculum reform, and the overall infrastructure needed to support the reform effort,
Furthermore, many efforts are not guided by clear goals. Few institutions actively
cultivate this essential dialogue about purpose in an on-going way.

As the following table indicates, learning communities have been developed to address a
variety of goals and purposes.




Frequently Cited Goals of Learning Communities

s Improve retention, increase student
learning and achievement, increase time on
task, promote teamwork and active

' learning, develop student leadership,

' increase the success rate for under-
represented students in certain majors

y. Promote experimentation, broaden

- pedagogical repertoire, increase faculty
_engagement with one another, promote
interaction between faculty and students,
+ and between junior and senior faculty

Increase coherence of general education
 program, make curriculum more

" interdisciplinary, infuse skills such as

_ writing and speaking across the curriculum

What do we know about the

Enhance the quality of undergraduate
education, increase the sense of community
within the institution. Promote
collaboration between faculty and staff.,
create entry points for study in the major,
create coherent linkages for students in a
minor

» Increase connection between the academy
© and the community by building learning
communities with service or civic learning
. components

success of Learning Communities in addressing these goals?

The news from the assessment work is positive but limited. There has been an
accumulating body of research demonstrating learning community effectiveness, often
conducted by individuals who are also active as higher education speakers so their results
quickly reached those of us who are practitioners. Alexander Astin's influential work
What Matters in College provided an important analysis of the factors associated with
student learning. It painted a complex picture showing that student learning is influenced
by the overall setting as well as many of the uncontrollable features of our institutions —
for example, their size and student profile. Both the form and the content of the

curriculum clearly mattered.

He suggested that the implicit curriculum—the pedagogy,

values and culture of a place ---made a difference. Along these same lines, George Kuh's
Involving Colleges described the power of a "salient ethos that values learning" and the

kind of yeasty engagement t

hat can happen in such environments. All of these studies

raised the question about how---indeed whether --- these environments could be created
i1 institutions so often organized around different values and practices?



Vince Tinto's influential research confronted this question directly, demonstrating how
involvement in learning could be promoted, even on commuter campuses. Looking at
three very diverse institutions, freshman interest groups at the UW, coordinated studies at
Seattle Central, and clusters at La Guardia Community College, Tinto's research
demonstrated that collaborative learning and learning communities could create intense
communities of learning. Furthermore, these three examples demonstrated that learning
communities could be adapted to very different institutional environments,

Another important study by W. Norton Grubb and his associates focused on teaching and
learning in community colleges. Based on firsthand observations of hundreds of
classrooms, including many learning communities, this work titled Honored but Invisible
argued that serious efforts are needed to support good teaching. While they found much
to recommend learning communities, the actual implementation they observed was very
uneven, often representing a kind of dumbing down of expectations, with narrow
combinations of skills courses without context or content courses. Much of the other
assessment work on learning communities consists of single institution studies, often
through doctoral dissertations.

We know that learning communities are associated with higher student retention, lower
withdrawl rates, better rates of degree completion, more time on task, and higher student E
satisfaction rates, short and long term. A number of studies explore the longer term
impact through studies of alumni and/or seniors.

We know that learning communities can be powerful engines for success in critical filter
courses that have high rates of student attrition. If I could put them in one place, it would
be in the crucial first quarter of the freshman year when the culture and expectations are
established about what going to college means. We also know that they are associated
with higher rates of student achievement, student intellectual development and learning
gains, though the evidence in these most important domains is much harder to come by,
simply because the necessary research hasn't been done.

Even more important is the gap in our understanding about what aspects of the learning
community environment make a difference in student learning. One study comparing four
institutions (one of which was a learning community) in terms of critical thinking found
that two features of the teaching and learning environment seemed to be key differences:
an emphasis on class discussion and an emphasis on writing and re-writing. This kind of
research provides an important yardstick for assessing our efforts. All learning
communities are not created equal, and the more we come to understand the
particularities of why some have more impact than others in terms of student learning, the
more effective we can be,

So what about these other goals? We know that learning communities are a powerful
form of faculty development, especially insofar as they include team planning and team
teaching. One only has to look at the pervasive privacy of the academy to understand why
bringing groups of people together can be so powerful. Significant change can only really
happen when faculty see themselves in new ways and when they re-conceive their




relationships and commitments. Working with colleagues is a key way to accomplish
this. At the same time, we actually know very little about the impact of learning
communities on faculty that isn't largely antecedotal. This is virgin territory for future
research.

When one moves to the larger aspirations of learning communities in terms of goals for
the cutriculum, or the institution, or the community, we sce 2 real divide in the learning
community assessment effort, and how limited the evidence is. This takes us back to the
point about the piecemeal nature of many reform efforts and the absence of a larger frame
of reference. Many LC’s remain fairly narrow "retention efforts” or "orientation o
college" initiatives. Good in their own right - but far less than they might be.

What do we know about the success of Learning Communities in addressing these goals?
Transformative change efforts require us to go deeper. To further think about this, I'd like
you to look at a model from a recent American Council for Education publication by
Peter Eckel, M. Green, Barbara Hill and W. Mallon called On Change III: Taking Charge
of Change: A Premier for Colleges and Universities (1999). It provides a way to think
about transformation change.

Continuum of Change

Littie depth Great depth
and and
pervasiveness pervasiveness
Adjustment Isolated Tyransformational
change or change
extensive but
shallow
change

From: On Change V "Riding the Waves of Change:
Insights from Transforming Institutions." American
Council on Education. 2001

The big national studies are talking about a need for transformation models to address the
future in higher education. We have some examples, but not enough, of institutions that
represent transformational change. On most campuses, the learning community effort is

on the periphery, and they remain fragile, but some are moving towards sustainability and
transformation.



Reform efforts vary in both depth and pervasiveness. Truly transformational efforts tend
to be both pervasive and deep. When we say that an effort is pervasive, that means it is
broad and far-reaching within an institution. Transformed campuses are characterized by
numerous integrated changes in their culture, structures, policies and practices. Indicators
would be changes in pedagogy, changes in the curriculum, and student learning
outcomes, Along with these one would see changes in budget priorities, new
organizational structures, changes in policies and decision-making structures. Attitudinal
and cultural change is an important component often manifesting itself in new
interactions and relationships, changes in self-image and rationale.

Alverno College is often cited as the best example of a transformed institution where a
whole different notion of student learning around carefully defined, measured abilities
was put in place with the entire institution reorganized around this notion, King's College
1s based on the Alverno approach and represents another transformed institution as does
Empire State College and the University of Phoenix. The Evergreen State College is
another example of a transformed institution coherently organized from the start around
learning communities. Many of these examples are new institutions, far easier to change.

We do have transformative examples of existing institutions as well. Portland State
University is a good example of a transformational effort where its learning community
program has become a way of articulating a new and robust mission as an urban
university and numerous changes have been made to the institution's structures, policies
and practices to support this. Wagner College, a small liberal arts college in New York
City, is another example of a transformative effort where learning communities have
become a key element in their institutional identity and a strategy for addressing a host of
different issues. St Lawrence University is an example of a transformative effort that is
both a living-learning model, a profound form of curriculum integration and a diversity
effort all at once.

At the University of Washington and the University of Oregon LC's have become
synonymous with the freshman year with three fourths of the freshman enrolling in
learning communities. At the University of Washington learning communities have been
used as a platform for implementing many other reforms. While neither of these
examples represent deep transformation of the research university culture, they do have
enormous reach and institutional support.

Both La Guardia and Skagit Valley Community College are transformative efforts built
around re-envisioning their general education programs. Other community colleges such
as Grossmont in southern California have made learning communities a key strategy for
developing more effective developmental education programs. (This is not meant to
imply that these institutions have arrived in some permanent way, because this is an-
going business and transformed practices and structures can become reified, ossified, and
obsolete over time.) The trick here is to have a clearly defined goal and audience and
build an appropriate support system.
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I'd like to end by suggesting seven challenges or key arenas if learning communities are
to realize their potential. These provide a kind of barometer for assessing our own efforts
so ] encourage you to do that as I move along, Where is your institution's LC effort in
terms of these challenges?

First, The Challenge of Student Learning.

We now know a great deal about student learning. We need to figure out better ways to
put this into practice. I think learning communities provide one of the most robust places
for this to happen. Because they involve large blocks of time and credit, LC's provide a
broad arena for implementing a variety of other powerful pedagogies and promoting what
has been termed "deep icarning" and "teaching for understanding.” Service iearning,
collaborative learning, writing and the other "across the curriculum"” efforts are natural
companions. The challenge of improving student learning isn't simply about introducing
teachers to a few new "techniques.” The relationship between pedagogy and content is
much more complicated than that and many of our ideas about this are unexamined
and/or based upon misconceptions. It's a much deeper challenge about understanding
how people learn, what effective learning environments look like, how modern
technologies might impact learning, and how all of this shapes the role of the teacher.
There is no shortage of good literature for exploring this. Two excellent resources are
John Branford's book How People Learn and Lionel's Gardiner's Redesigning Higher
Education for Dramatic Gains in Student Learning. Other suggestions are in your
bibliography.

Second, the crucial role of Faculty and other educators.

Meeting the challenge of student learning goes centrally to the issue of learning
community goals and pedagogy, to issues about how we design learning communities,
how we recruit and reward our faculty, and how we support faculty development. We
also need to re-examine our notions of who is a teacher,

We know that LC's can be a powerful platform for staff and faculty development. At the
same time, learning communities across the nation are under-investing in the critical
faculty development activities needed, and too many learning communities are little more
than co-registration devices, with little or no alteration of the teaching and learning
environment. Not surprisingly, these LC's do not show dramatic increases in student

achievement.

We are at a critical juncture with the large-scale retirements now facing the academy. In
fact, as Finkelstein, Seal and Schuster points out in their recent study of the new faculty
of the 1990's, much turnover has already taken place- one third of the total, a growing
proportion off the tenure track. This research also suggests that there are not substantial
differences in the teaching practices and priorities of the newcomers although the
demographics of this new cohort are markedly different from the previous generation,
John Gardner corroborates that, His recent study of freshmen students reports that
lecturing is the most utilized pedagogical technique and that students say this is their least
preferred teaching method. Most would like more experiential education activities.
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With the imminent retirement of much of the nation's faculty, this is a very good time to
invest in sustained faculty development and to rethink the ways we support the
development of excellent teachers. We need to build systematic programs based upon
what we know about student learning. Faculty belief systems remain a critical barrier to
implementing new approaches to teaching and learning.

The third challenge is the Challenge of Diversity

This is a multifaceted issue that is partly about who participates in LC's (students and
faculty), about what the curriculum is, and also about how the teaching and learning
environments are structured. We need to continue to assess our efforts in terms of who
they actually serve and whether they are actually serving their intended purpose. We need
a much deeper understanding of our curriculum and where students succeed and fail.
Many progressive "non-traditional programs" intended to reach under-represented
populations turn out to be enclaves for more mainstream students while many students of
color are concentrated in low priority, poorly staffed areas of the curriculum. In my
opinion, as a national movement, the rhetoric of LC's is far ahead of the reality in terms
of seriously addressing the multiple issues of diversity.

We know that LC's can provide a powerful means of serving an increasingly diverse
student population. Learning community approaches, properly constituted, can readily
address diverse learning styles. They can be used to dramatically increase student
retention, especially among our most vulnerable student populations. Some schools have
used them strategically to address the very serious retention issues in gateway courses or
parts of the curriculum, that are not serving students well. Every school has some of
these. Many schools have been emphasizing developmental education since this is an
area that is a graveyard for too many students. There are some excelient learning
communities explicitly established to support students of color, some around radical
collaborations of high schools and colleges or two and four year colleges. Learning
communities are also an excellent venue for developing a more multicultural curriculum.
We've also learned that they will not necessarily attract students of color without a
diverse faculty and a curricolum relevant to their needs. It's very important to begin by
closely examining where your students actually are in the curriculum.

The fourth challenge is around technology

For the last several years, there has been much confusion and hyperbole about the role of
technology in higher education. Many people were saying that technology would
transform us. For some this evoked nightmares, for others utopian dreams. I think it's
beconte very clear now that technology is a pervasive feature of our society. It can be a
very positive tool in higher education. With their stress on face to face interaction and
community, some think LC's are hostile to technology, but we are now seeing very
creative uses of technology in learning communities.

A recent project funded by the Pew Charitable Trusts also demonstrates that technology
can be used to both increase quality in terms of student learning and reduce cost, This
course redesign project headed by Carol Twigg at RPI is an important story. This is not
about using canned courses and distance learning. She has now worked 35 institutions
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focusing on the 25 key large courses that account for more than half of the enroliment in
America's colleges. She tells riveting stories of how courses such as Spanish, Algebra,
Biology, Chemistry, and Statistics have been redesigned for greater student success.
While the story about the uses of technology are important in this project, the more
important lesson is about institutions taking structure seriously as a variable they can
change. In this respect, this project has much in common with the learning community
approach. There's a great sink hole of inefficiency in our institutions that are reflected in
courses with high withdrawal and failure rates. These are ready targets for learning
community development.

I don't have any ready answers about learning communities and technology but I think
those of us in the learning community movement need to take a serious look at the
positive opportunities to enhance student learning through the judicious use of
technology.

The fifth challenge is around assessment

I've already said some things about assessment and what we know about the impact of
learning communities. Now I want to make a pitch for thinking about assessment in a
particular way. Assessment should be thought of as an ongoing process and a key
element of all learning community planning and implementation. It's everyone's business.
It should be happening at multiple levels with multiple approaches. In the classroom, in
the planning process before the effort begins, in the reflection process at the end.
Assessment should be used to improve the learning community effort as well as to prove
that the investment is worthwhile, The first thing skeptics ask is for the numbers; the
things that move them are the personal stories like we heard yesterday from the students.

In too many learning communities, assessment is seen as a narrowly defined
measurement exercise at the end of the effort rather than a critical opportunity to learn
more, communicate with others, and improve the overall effort. Institutions with thriving,
far reaching learning community programs such as Temple University and Skagit Valley
Community College have used assessment to great advantage as a key tool in building
their LC program. The focus of assessment needs to be on the effectiveness of the process
of achieving one's goals...This is far more important than the goals or outcomes
themselves because it keeps the effort moving. A key element, of course, is maintaining
goal alignment and common purpose. Obviously, this must be a collaborative endeavor.

The sixth challenge is around Institutional Change

Eventually all innovations must move from being an innovation or an interesting project
{0 being a reform. Being a reform requires structural change, reworking roles and
relationships, and generally becoming part of the organization with appropriate support
and legitimacy. A number of learning communities have successfully done this; many
more face this challenge in the future. In many institutions, the learning community effort
has become robust precisely because the organizers have been savvy about working with
the existing organizational structures and adapting them to their needs. Successful
contemporary models have often evolved through a process of working with institutional
givens, and carefully cultivating the climate and support systems for institutional change.
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There are many ways to think about educational reform. As Hyak and Cuban have
pointed out in their interesting book, Tinkering toward Utopia, education reform is often
characterized by a naive rhetoric of progress towards utopia and a reality of small
incremental changes. This can breed pessimism. Indeed, many learning communities
report that faculty are cynical about persistent calls for reforms delivered by a rapidly
rotating parade of academic administrators. The emotional dimensions of change efforts
are important, especially when the goals are longterm. Change agents need to "keep the
hope" if the effort is to survive. We need a kind of pragmatic utopianism that is grounded
in what's possible but looking towards higher, more long-term goals.

One of my favorite writers, Parker Palmer, has called for us to organize a movement for
education reform with all the organizing savvy that goes with that. He also describes how
movements develop ways of rewarding people. In the early stages the rewards come from
living one's values, from belonging to a community, and from finding a public voice. As
movements mature, a more systematic pattern of alternative rewards (must) emerge along
with an integration of the innovation into the existing organization.

We need to think about institutional change in a more comprehensive and long term way.
It is not at all unusual for the learning community developmental process to take six or
seven or more years to even stabilize in terms of basic operations such as enroliment
planning. Thinking in terms of innovation isn't enough if this effort is to have staying
power, much less a large impact.

This is an area that needs more serious attention. Across the nation we see persistent
weaknesses in terms of leadership structures, resource investments, faculty development,
real curriculum integration, and pedagogical change. With the enormous expansion of
interest in LC's there has been a loss of focus and quality, and a kind of settling for the
lowest common denominator. This is a very difficult arena, especially in light of the high
rate of administrative turnover (3-5 years) and the well known tendency for everything to
go on hold when a key leader departs. This requires creative solutions to the apparent
paradox of finding support that runs against the grain of how we are organized.

Finally, and most important, learning communities face the challenge of purpose. Many
learning communities begin in a flurry of enthusiasm without clear goals or planning.
This is not a bad thing . It's typical of innovations. But if the effort is to last and have a
significant impact on an institution, the institution needs to eventually come to a common
understanding about why they are doing learning communities and organize appropriately
to support them. The question I want to raise about this is whether our vision is large
enough? We badly need a serious conversation about educational purpose.

Yesterday Vince argued that we need to get beyond co-registration when we think of
1.C's. I strongly agree. At no time have the questions "education for what" and "education
for whom" been more pressing. At no time has it been more important to look carefully at
what we do and be able to document its effectiveness. We need to continue to ask
whether there are ways in which the learning community idea can be made even more
powerful in terms of student learning and institutional reform. We need to be realistic in
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the ways in which we approach organizational change while still holding onto the kind of
idealism that pushes us towards higher goals,

We need to ask ourselves have we gone far enough in terms of actually putting learning
community theory into practice? Have we redefined our education systems, our support
systems, our core processes, our ways of assessing student learning? Will history look
back on this learning community movement as another innovative effort that came and
went, or will it look back on this effort as something that opened the door to really
profound change in the curriculum and pedagogy of American higher education?

This is tough work, but I've been amazed at the creativity and ingenuity of people like
you. I think we've got a good shot at it. The learning community movement is poised to
be a major player in the national conversation about putting student learning at the center
of the enterprise. Clearly, higher education has changed dramatically, The colleges of the
past, our community of memory, no longer exists, but learning communities can provide
a community of aspiration that is empowering and meaningful, and transformative in

terms of student learning.

Barbara Leigh Smith
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