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EXECUTIVE SUMMARY

The need to focus on holistic learning—the integration of
intellectual. social, and emotion:l aspects of undergraduaie
student learning—has been voiced periodically throughout
the Tast half-century (American Council on Education 1949:
Boyer 1987; Brown 1972; Miller and Prince 1976: Williamson
1957). Recent research on student experience and college
impact has provided additional fuel to these arguments
(Astin 1984, 1993: Pascarella and Terenzini 1991; Springer ¢t
al. 1995: Tinto 1993, for example). The roles of faculty and
student affairs professionals have become so disparate that
neither focus on student learning to their fullest extent. Each
focuses on a part of the whole. but in so doing students”
education becomes only the sum of its parts, not more.
Furthermore, higher education has struggled for a long
time with the increasing fragmentation of the learning
process, of disciplines and knowledge. of the administrative
structure, and of community. Strong cultural forces have
acted as barriers 1o efforts at reforming und transforming
- higher education, but now forces within and out of higher
education have gathered that are exerting tremendous pres-
sure on the entire enterprise. These include the growing
body of rescarch linking intellectual, social, and emotional

processes, i continuing parvadigm shift in the social sciences

and education, the emergence of disciplines that incorporate
the impuct of social processes and issues of affect Gwomen’s
studies: pan-African studies: gay. lesbian, and bisexual stud-
ies), continuing reform efforts ol quality management,
general education, and core curriculum reemergence). and
external pressures (the accountability movement, mandated
outcomes assessment, and financial cuthacks at the state and
federal levels). The need for reform is clear.

What does research say about the relationship among
the intellectual, social, and emotional elements of
student learning?

Traditional literature regarding college students™ intellectual.
social, and emotional development is dominated by three
underlying assumptions: student affairs professionals deal
solely with social and emotional development: Faculty deal
solely with intellectual development: and the ways to inte-
grate intellectual, social and emaotional development are by
linking in-cliss and out-of-class experiences and by linking
stuclent affairs professionals and faculty. This report views

Enbancing Student Learning
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the intellectual. social, and emotional divide from a broader
and more inclusive perspective which recognizes that student
learning can and should be integrated in additional wavs.

A growing literature base reinforces the tact thar cogni-
tive*, social, and emotionul processes are inextricably linked.
For example, recent theories of cognitive development,
especially Baxter Magolda (1992, 1995), Belenky et al.
(1986), and Gilligan (1982). clearly acknowledge the role
plaved by social context and interpersonal relationships. It
also is recognized that learning is facilitated or hampered by
emotions (Boekaens 1993; Goleman 1993), that emotions
drive learning and memony (Sylvester 1994), and that
depressed mood states often correlate with decreased moti-
vation in the classroom (Peterson and Seligman 198+4).

What can individual faculty and student affairs
professionals do to enhance holistic learning?
Traditional educational practices. especially teaching peda-
gogics that reflect the dominance of and reliance on lecture
as the sole method of classroom iastruction. clearly are
under attack (Freire 1978: Giroux 1983: Schniedewind and
Davidson 1987). In their place have proliferated such inter-
related philosophics, pedagogies. and practices as liberation
theory (Freire 1970: McClaren and Leonird 1993: Shor 1992),
constructivist pedagogy (Brooks and Brooks 1993). adopting
a critical cultural perspective (Rhoads and Black 1993). and
collaborative learning (Brutfee 1987, 1993; Gabelnick et al.
1990: Goodsell et al. 1992). These prictices challenge the
traditional models of waching and learning because they
acknowledge, address, and make use of social and emeotion-
al influences on learning. By changing the nature of authori-
v in learning experiences or by bringing the personal
experiences of students 1o bear on u topic, these practices
hold tremendous potential tor reshaping individual practice
and. in turn, higher education.

A basic premise of liberation theony is that society's cul-
turd system perpetuates power relationships and holds peo-
ple tand groups) in place like an invisible web (Freire 19700,
Freire argued that the educational svstem must be
transtormed through praxis, which is “reflection and action

“Throughout this report we use three sets of mterchangeable terms: copni-
tv e and intellectuad, social and interpersonal, and emotional and atfective.
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upon the world in order to transform it” (Freire 1970. p. 30).
Constructivist pedagogy is hased on the premise that teach-
ers "must provide a learning environment where students
search for incaning. appreciate uncertainty. and inquire
responsibly” (Jackson 1993, p. v). It recognizes that empha-
sis on performance and giving the right answers results in
little long-term recail, whereas a focus on learning results in
greater long-term understanding and ability to use the con-
cepts and information out of the classroom (Katz 1985).
Constructivist pedugogy helps students “to take responsibili-
ty for their own learning, to be autonomous thinkers, to
develop integrated understandings of concepts, and (o
pose—and seek o answer—important questions” (Brooks
and Brooks 1993, n. 13).

Similarly, adopting a critical cultural perspective recog-
nizes the strength and embeddedness of the current culture
and subcuitures (Rhoads and Black 1993). This perspective

“requires that the underlying assumptions of our current sys-
tem of higher education be identified. analyzed, and
changed if effective and lasting change is 1o oceur regarding
student learning, Educators—Dboth faculty and student affaivs
professionals—must examine their ussumptions and values.
as well as how they are put into practice.

Collaborative learning strategies enhance learning by
actively incorporating social and affective dynainics between
students and between students and faculty. Such strategies
are based upon the iden that acquiring and creating knowl-
edge is an active social process students need (o practice: i
is not a process in which students are spectators sitting pas-
sively in a lecture hall (Brutfee 1984, 1993).

What can institutions do to enhance holistic learning?
Implications for institutions moving towird developing an
ethos of holistic learning include providing visionary, persis-
tent. and pervasive leadership: promoting student involve-
ment in leaming: developing learning communities;
enhancing the educitional climate of residence halls; and
intentionally influencing the socialization of faculty and stu-
dent affairs professionals.

Persistent leadership is required because cultures them-
sclves are quite persistent (Kuh 1993, Schein 1983), and
pervasive leadership implies both that the Teadership of the
institution muast be scen as pervading the institution and tii

Enbancing Stident Leerning
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multiple leaders supporting and pushing the transformation
must come from throughout the institution and its hierarchy.
Methods to promote student involvement include expanding
the number of leadership oles on campus, creating environ-
ments and situations in whicl all students have opportunities
to participate and contribute. fostering and rewarding stu-
dent-initiated opportunities, and providing formal and infor-
mal awards for involvement (Kuh, Schuly, and Whitt 1991).

The development of learning communities reguires col-
laboration between traditional faculty and student affairs
areas and, in doing so, breaks down many of the barriers to
enhancing students” holistic learning. Students in learning
communities provide social, emotional, and intellectual sup-
port for each other's learning, and learming communities are
ideal places in which faculty members mayv implement col-
laborative learning strategies,

Institutions also must pay closer attention 1o the cultural
socialization and orientation of its members. Institutions can
influence the socialization of faculty and student affairs pro-
fessionals through teaching-assistant training programs. stu-
dent affairs graduate preparation prograans, and ongoing
professional stadt wraining.

f
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FOREWORD

Over the years, as clearly described in this report, a signifi-
cant body of research has given evidence to the impact of
colleges on students when there is a clear integration of
intellectual, emotional, and social development. In the inte-
grative studies by both Feldman and Newcomb (1969) and
Terenzini and Pascarella (1991) the conclusions were the
same: Those institutions that carefully choreographed cogni-
tive or intellectual development with the affective or emo-
tional development and the interpersonal or social
development had the greatest impact on their students.

" There are a number of reasons why the environment of

higher education institutions, especially the larger institutions,

have perpetuated a separation of the intellectual develop-
ment objectives from the emotional and social development
objectives. Significantly contributing to this division are:

s Organizational stricture: Qver the vears, most institu-

tions have separated the academic. teaching and research

activities from the out-of-classroom experiences. The

former are responsible to the provost or vice president for

academic affairs; the latter to the vice president for stu-
dent affairs. Rarely do these two distinct organizational
areas meet 1o discuss their mutual interests in the total
education of the students. This separation is compound-
ed by a separate business aftuirs staff that often manages
the financial resources of the institution in a separate
context than the education mission of hoth academic
affairs and student affairs,

o Lack of training: Academic, student. and business profes-

© sionals have one thing in common. They have received
limited formal or on-the-joh education concerning the
developmental theories that underlie areas other than
their own. As u result of this lack of training. un insensi-
tivity to the impornance that different areas have for fulfill-
ing the education mission of the institution may develop
and result in an inability to work together in an integra-
tive process.

e Lack of commumication: In some institutions, there is a
tack of sensitivity and understanding of the importance of
integrating intellectual, ¢motional. and social develop-
ment. Institutions have not formed a communication
system that will promote continaous discussions concern-
ing ways that cach arca could support the others.

Fudeincing Stietent Learning
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o Luack of professional incentires: For most institutions, the
overal! reward system, which includes hoth positive and
negative reinforcements, does not have incentives that
promote strong, collaborative effort in bringing together
the three developmental areas. In a culture that values
specialization. the responsibility to promote change
increasingly' rests with the overall leadership of the insti-
tution.

There are 2 number of reasons why institutions should make
it part of their imission to develop a more comprehensive or
integrative approach to their education process.

e Incredsed educational impact on stirdents: The research
on student learing and on the institutions that have the
greatest impact on their students demonstrate that there is
an interrelationship and interdependency in the intellectu-
al. emotional, and social development of stiedents. The
more cfforts that are made 1o get students s .vely and
emotionally involved in their academic program and to
rekite their academic program o outside the classroom.
the greater is the overall intellectual achievement of the
student,

o [ncreased strident retention: A second and very important
result to both institutions and students is that the greaer
the integration ot these developmental areas. the more
strongly students are motivated to complete their studies.
When the academic area is more closely linked with over-
all life objectives and when there is agreater interrela-
tionship hetween the academic and social aspects of
college education. the more likely students will pursue
their degree program to completion.

o Grecter social Darmony: When students are actively emo-
tonally. socially. and intcllecually engaged with both
their academic program and cach other, there develops a
greater understanding and sensitivity for individual simi-
farities and dilferences. The amount of ethnic and gender
discord frequenty witnessed on the larger college cam-
puses dre seen far less frequently on those campuses that
have developed a more integrated student developmentad
PIrOCess.

o ecreased social deviations: There ;1I.sn/is w decrease in
deviant social behavior such as drug and alcohol abuse
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when students develop a stronger sense of self that
occurs with an integrated developmental process.

This report by Patrick G. Love, professor of higher education
and student personnel at Kent State University. and Anne
Goodsell Love, assistant to the vice president of student
affairs at The University of Akron, comprehensively exam-
ines the integration of intellectual, social, and emotional
student development. The authors pay particular attention
to both findings of rescarch and the relationship and inter-
dependency of these developmental areas as well as exam-
‘ining theoretical models that this research has supported.
Based upon this careful review, the authors conclude their
report by examining the implications to faculty and student
affairs protessionals and for the institution as a whole.

Love and Goodsell Love have developed a report that will
be very useful to institutions that look to develop a more
comprehensive approach in their education mission. What
is presented here will liclp develop @ common understand-
ing between the academic and student affairs disciplines
promoting increased communication and mutual respect for
the contributions each professional segment makes 1o the
integration of these developmental areas into the education
mission.  As this communication process develops. this
report also will be uscful in helping to create new ways of
examining developmental issues and how they can con-
tribute to making intellectual. emotional, and social educa-
tion objectives a mutual responsibility and a fundimental
part of the institution’s culiure.

Jonathan D. Fife

Series Editor,

Professor of Higher Education Administration and
Director. ERIC Clearinghouse on Higher Education
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INTRODUCTION

The history of higher education in the United States is one
in which the intellectual. social, and emaotional processes of
college students’ experience have grown increasingly segre-
gated. In colonial colleges, even though the president and
faculty were focused solely on inteliectual and moral devel-
opment. the fact that colleges were small. residential com-
munities and this small group of individuals was responsible
for students” experience contributed to the possihility of
holistic learning on the part of students.

During this century, however. institutions of higher edu-
cation have continued 1o shift their focus primarily to intel-
lectua! development, relinguishing students™ social and
emotional development to other professionals and 10 the
students themselves. Faculty were finding that time devoted
to their scholarship was increasingly rewarded over time
spent in activities such as student advising. They retreated o

-their offices, classrooms, and labs, and they also retreated

from a sense of commitment to students” nonintellectual
experiences and development. The tuculty, however. were
not alone in this emerging scenario. Students were as active
a force in bringing about this change as Taculty, devoting
much tinme to campus activities, athletics, and their social
lives (Horowitz 19873 students increasingly differentiated
life in the classroom from life bevond the classroom and
intellectual development from the personal issues of social
and emotional development (Feldiman and Newcomb 19099,
For many campuses, this trencd may be aceclerating in the
1990s. as growing numbers of students work full timwe or
part time, take classes pant time, and have family responsi-
bilities that dravw them away from the lite of the campus.
The field of student affairs emerged and grew steadily a
the turn of the 20th century as the trend for taculiy rescarch
accelerated and the numbers of students at institutions
increased. Student alfiirs protessionals focused on social

and cmational development by stepping into the void lett by
the facudty. Although some needs of the students were being

met by swident affairs professionals filling this void. ic also
served 1o continue o divide social, emaotional, and intellee-
tual processes. A student alfairs professional organization
noted m 1975 the dilfering missions of faculty and student
affairs professionals, stating that ~in general, faculty end 1o
emphasize content and student development specialists tend
to emphusize process” (Council of Student Personnel

]
The bistory of
bigher
education in
the United
States is one in
which the
intellectual,
social, and
emotional
processes of
ccilege
students’
experience
bave grown
increasingly
segregated.
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Associations in Higher Education 1973, p. 3). Derek Bok,
former Harvard University president, described it by suggest-
ing. “Professors . . . are trained to transmit knowledge and
skills, not 1o help students become more mature, morally
perceptive human beings™ (1988, p. B4).

The need o integrate the intellectual, social. and emo-
tional aspects of undergraduate student learning in higher
education has been voiced periodically throughout the ast
half-century (American Council on Education 1949; Bover
1987: Brown 1972; Miller and Prince 1976: Williamson 1957) -
and has led to some attempts to bridge this gap on particu-
lar campuses (Goodsell 1993: Rouceche and Baker 1987).

“Recent research on students” experiences and the impact of

college on students has provided additional fuel to the argu-
ment that better efforts to integrate students™ social, emotion-
al. and intellectual development must be made througihout

~academe (e.g., Astin 1984, 1993: Puscarella and Terenzini

1991 Springer ¢t al. 1993: Tinte 1993). This argument is not
matde because anyone wants (o revert to patterns of the past
for reasons of nostalgia, but because both faculty and stu-
dent affairs professionals have become removed from the
primary mission of higher education—namely. o educate
the whole student. The roles of faculty and student affuirs
professionals have become so dispariate that neither focus 1o
their tullest extent on student learning. Each focuses on a
part of the whole, but in so doing, students” education
becomes only the sum of its parts, not more. The integrative
experiences required to apply knowledge 1o moral or social
ends remain undenalued and unaddressed (Cross 1976).

A Contradiction Between Knowledge and Behavior

Part of the recent history of the segregation of the intellectu-
al, social, and emotional processes of learning is a contradic-
tion that exists hetween what we in higher education know
to be true about student learning and our actions related 1o
stuclent learning, The segregation of intellectual, emotional,
and social aspects of student learning tkes place in a high-
cr-cducation culture—and, especially, a student affairs cul-
ture—which believes feelings aflect thinking and learning
(Lyons 1990; National Association of Student Personnel
Administrators 1987). As is delineated in this report, a grow-
ing body of rescarch supports this beliet, Additionally, there

Lt
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is widespread acceptance and research evidence to support
Tinto's assertions regarding the link between social integra-
tion in college and student retention and success (1993).
Consequentiv. few would argue that social processes. in and
out of the classroom, do not have an important influence on
student learning. Furthermore, research repeatedly has
shown that out-of-class experiences have a substantial
impact on college students—intellectually, emotionally.
socially. morally. physically, and meniuldly (Bover 1987 Kuh.
Schuh, and Whit 1991; Milier and Jones 1981), and that
faculty have arole to play in a student’s overall college
experience and development (Gaff and Gaft 1981: Pascarella
and Terenzini 1981, 19910,

Our practices and their underlving assumptions. however.
belie these wuths, Members of the higher-education commwu-
nity know that the intellectual, social. and emotional aspects
of students” education should he integrated throughout their

“educational experience to enhance their overalt develop-
ment. These same members also know that such integration
does not commonly happen, in part because this segregated
arrangement is beneficial to both taculty and student altairs
professionals. Faculty have henefited from their sole focus
on intellectual activity which. in turn. has allowed a focus
on research and scholarship. And although the claim has
been made that student affairs prolessionals are focused on
holistic student development—that it is their raisen d etre
(Kub. Shedd, and White 1987)—it must he recognized thi
thev. in fuct, have focused primarily on social, emotional.
and moral development. often ignoring intellectual and cog-
nitive development (Kuh, Bean, Bradley, and Coomes 19860,
There is much activity in student atfairs surrounding 7he
Stieclent Leariing Imperative, which calls for a greater
emphasis on student learning by student affairs professionals
(American College Personnel Association 1994). This activity
includes a special issue of the fornrneal of College Student
Development (March: April 19961, a national conference
theme on student learning (National Association of Student
Personnel Administrators, March 1990). a Jistsery devated to
discussion of the topic. and a fortheoming National
Association of Student Personnel Administiators monograph.
Redefining Learning. This recent call for a greater emphasis
by student aftairs professionals on student learning gives

Enbavcing Sdent Ledarieing
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further credence to the claim that in the past student attairs
professionals huve been concerned primarily about sociul
and emotional development.

The activities and hehaviors of both faculy and student
alfairs professionals are supported by the cultures that have
developed within academe. Both cultures contradict what
they know to be true by continuing o segregate inteltectual
development from social and emotionud processes. The long
history and strength of these cultures make the sitwation’
increasingly resistant to change. This brings us to the opic
of this report—an examination of the history. current condi-
tions, initiatives, strategies, and implications for integrating
the inteltectual, social, and emotional aspects of student
learning. We synthesize literature from a nunber of areas of
research that are instrumental in understanding how the
integraation of the intellectual, social, and emotional clements
of studemt learning can be facilitated more effectively at
colleges and universities.

A Focus on How to Integrate :
The literature that forms the foundiation of this report focus-
es primarily on how, rather than whether, the intellectual.
sociil, and emotional aspects of collepe students” learning
should e integrated. Much of the current literature address-
ing the issue of how to more holistically address student
learning reflects two divergenn themes. Studem affiirs practi-
tioners, on one side, drge faculty and administrators o ke
seriously the role that student aftairs plays in students’
soctal. aflective, and moral development. This litenure
exhorts student affiairs professionals to make contact with
fuculty and academic-affairs administrators and o -lure Lecul-
iy out of their clussrooms, thereby bringing intellectual
devaiopment out of the clussroom te.g.. Mitchell and Roof
1989: Reger and Hyvman 1988; Schrocder, DiTiberio, and
Kalsheek 1988: Stringer. Steckler, and Johnson 1988). The
operating assumption is that faculty members are the only
agents of intellectual development on campus.

On the other side, the literature consists of researchers
and faculty Tocusing their eflorts, for the most part, on stu-
dents” intellectual and cognitive development. When
research does examine social or emotional processes. they
olten are examined inisolation. As Polkosnik and Winston
point out: “There has been significant eftort devoted 1o the

1o
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study of cognitive and psychosocial development as sepa-
rate processes: little work has been directed toward gaining
an understanding of the iategration of these sub-processes
in the individual” (1989, p. 11). Both sides talk past cach
other in that they write for different audiences, are members
of difterent professional organizations, and uare stymied by
forces much larger than themselves—the cultural milicu of
higher education (Kuh and Whitt 1988: Tierney and Rhoads
1994)—when they try to bridge the gap in these traditional
wavs.

These divergent literature bases have three underlying
assumptions: 1) student affairs professionals deal solely with
social and emotional development: 2Y fuculty deal solely
with intellectual development; and 3) the ways to reintegrate
intellectual, social. and emotional development are by link-
ing in-class and out-of-class experiences and by linking stu-
dent aftairs professionals and tuculty. Neither group (faculty
or student aftairs professionals) is assumed to have the
expertise and neither location Gin or out of class) is assumed
1 provide the environment needed to enhance all three
aspects of development simultancously. These perspectives
ultimately are incomplete and limiting,

We see the intellectual, social. and emotional divide from
a broader and more inclusive perspective. This perspective
recognizes that holistic learning can be facilitited both in the
classroom by faculty and out of the cliassroom by student
affairs professionals. The traditional paradigin of inteliectual.
soctal, and emotional development, as refleaed in the litera-
ture referred to previously. designates inteliectual develop-
ment as the domain of the faculty and assumes that it
happens only in class (ovin classlike conditions). In a simi-
lar manner, the waditional paradigm views social wd emo-
tional development as the purview of student alfoirs
professionils and assumes that these processes of develop-
ment happen out of cluss, The more inclusive perspective
that forms the organizing framework of this report recog-
nizes that the intellectual, social, and emotional aspects of
learning can be integrated in additional wuys, More impor-
tant. by connecting cognitive, social, and emotional process-
es and bringing them to bear on the process of student
lcarning, student learming ultimaely is enhanced.

This perspective. which focuses onintellectual develop-
ment by recognizing the catalyvtic function of emaotional and
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social processes, recognizes that integrating all three can be
brought about by faculty in the classroom. Equaily so, intel-
lectual, social, and emational integration can be brought
about by student affairs professionals working out of the
classroom. The strict division of labor between faculty (intel-
lectual development) and student alfairs (social and emo-
tional development) can be softened with the increasing
realization that intellectual development does not happen
exclusively in class and that social and emotional develop-
ment do not happen exclusively out of class. The further
realization must he made that to tocus exclusively on only
one aspect of development is to miss the greater benefits
that each contributes to the other.

This perspective. then, enables us o incorporate the
research and literature that describe programs and pedago-
gics incorporating emotional and social processes and devel-
opment in and through classes, such as learning com-
munities and collaborative learning strategies (e.g..
Gitblenick et al. 1990: Tinto et al. 1993). This perspective
also incorporates programs that bring academic concerns
and intellectual development to out-of-class experiences.,
such as living-learaing centers (¢.g.. Chickering and Reisser
1993: Forrest 1985: Pascarella and Terenzini 1981, 1991). In
addition, this perspective is made possible by the inclusion
of literature that explores pedagogies that are alternatives to
the traditional lecture format. such as liberation theory
(Freire 1970: Shor 1992) and constructivist pedagogy
(Brooks and Brooks 1993). This report not only addresses
the issue of integrating students” intellectual, social, and
emotional development, but it also provides an opportunity
to bridge the literature bases that have developed around
exploring and promoting social and emotional development
in the classroom and integrating intellectual, social, and
emotional development outside the cdassroom.

Terminology

We have chosen to use the term bolistic stident learning to
reflect both an emphasis on the intellectual dimension of
students’ educational experience and a conscious recogni-
tion that learning takes place in the context of social
processes and emotional influences. It also recognizes the
concurrent nature of development in the cognitive, social,
and affective realms of students” lives, In this report we
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inclucle ecgnitive development and content {earning within
the broader rubric of intellectual development. Although at
times used synonymously. we recognize distinctions
between social processes and social development and emo-
tional influences and emotional development. Given our
emphasis on holistic student learning. we concentrate on the
role of intellectual, social, and emotional processes in facili-
tating this learning. We assert, however, that by focusing on
social and emotional aspects of tearning, higher-cducation
protessionals also will be enhancing social and emotional
development. '

Social processes refer to the range of interpersonal inter-
actions between students and their pecrs, the faculty, and
other campus professionals. Our use of the term sociel
decelupment goes bevond processes and includes such con-
structs as the development of autonomy, interdependence,
nuture interpersonal relationships, identity, and purpose
(Chickering and Reisser 1993). Throughout this report we

have separated emotional development and emotional influ-

ences from social development and processes, Emotional
influences include internal affective states such as interest,
motivation, curiosity. and stress. and emotions such as
depression. joy. happiness, anger. love, hope. and other
positive and negative feeling states. Emotional developmaent
refers 1o the process through which students become aware
of emotions and their influence (Goleman 1993), learn to
manage these various states (Chickering and Reisser 1993).
and incorporate them into their overall development.

Many people in the field of higher education refer to
academic development and usually equate it with intcllectu-
al or cognitive development. This use implics that every-
thing academic is intellectuil. As we point out Liter in the
report, the tendency to think of academic development only
in intellectual or cognitive terms serves to emphasize the
dichotomy that exists between social and emotional devel-
opment and the development of intellectual skills,
Furthermore, we describe research that supports the interre-
latedness of intellectual, social, and emotional processes and
development. Social, emotional, physical, moral, und ethical
development all are possible within academe: the effective-
ness with which they are fostered is a different story. But
because the term aeadenic developiment can be nisinter-
preted so easily, we avoid its use.

Enbenciig Stedent Leariting



Integration and Its Implications

Integrating the intellectual, social, and emotional processes
of student learning requires more than exhortation. It
requires an understanding of both the barriers that prevent
the integration and the conditions that have developed 1o
support the uniting of these elements. Integration also
requires strategies 1o overcome the barriers and tactics to
support and extend the facilitating conditions. Only then can
we effectively disseminate throughout higher education the

“research, programs. and other strategies that have begun to

bridge this divide.

[n this report we identify current cultural barriers to inte-
grating intellectual, social, and emotional development on
college and university campuses. We also identify those
circumstances. issues, and changes that are helping.to create
conditions in which intellectual, social, and emotional devel-
opment more easily might be integrated, such as an expand-
ing literature hase linking intellectual, social, and emotional
processes. externitl pressures (Shatter 19930, and a continu-
ing paradigm shift in higher education toward transtorming
the curriculum. These lacilitating conditions are helpful but
insufficient in and of themselves to accomplish the task of
integrating students” development.

The centerpicee of this report is the identification of mod-
¢ls. strategies, and implications that will be usetul to @ wide
audience concerned with integriing the intellectual. social.
and emotional aspects of students” development. We focus
first on the actions individual educators (e, faculty andd
student affairs professionals) can take to trnstorm their own
practice to one through which the intellectual, social, and
emotional clements of learning are integrated. Individual
reflection and action are necessary to overcome many of the
cultural barriers to integration that exist, We then provide
strategies tor this integration that need to he addressed at
the institutional level, The mdividual strategies we recom-
mend can be sustained for a limited time i institationad sup-
port is not provided. Combined action on the individual and
institutional levels can result in greater integration of cach
clement of fearning, ulimately enhancing students” overall
experiences and outcomes,
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HISTORY AND CURRENT CONDITIONS

1 was enormousty struck by the fact that there are tico
cultures in the academy today. There's the culttre of
the classroom and there’s the cultire of life otuside the
classroom, and these are enormounsly divicled. The
classroom cultiire has a clear acacdeniic goal anied on
marny caripieses the oul-of-clussroom expericirce has no
guidance. little purpose aned often the climate can be
described as lowe-grade decacdence. (Bover Address
1988, p. )

When exploring the disintegration of social. emotional. and
Antellectual development in higher edacation one can begin
with the debate concerning the question of the appropriate
purpose and nature of the curriculun in American higher
eclucation. Ilus it been the purpose of the curriculum
prepare individuals for lives of professional practice in such
ficlds as the clergy, medicine, law, and education? Or has
the purpose of higher edueation been to produce well-
rounded men and women who have undertaken a rige <
course of study across all manner of disciplines. receivi. | .
liberal arts education in the best sense of the word? as the
curriculum consisted of only that which takes place in the
clussroom. or has it been the nature of the curriculune to
ttke into account the whole of a student’s experience—that
which happens between and around classes as well as in
class? These options represent both ends of a continuum—
one that has swang trom pole to pole at various times in the
history of higher cducation, and one that has been influ-
cenced by a number of fuctors,

The purposes of this section dre o describe how Amer-
ican higher education, especially during the last centuny and
a half, evolved 10 the point at which the intellectual, social.
and emotional development of college students has disinte-
grated to the extent cited above: o identify the current barri-
ers to integrating the intellectual, social, and ¢motional
divide: and o bring to light the conditions and elements that
are serving us potential Licilituors to integrating these ele-
ments.

We see two distinet, though related., divisions that have
developed in higher education: the splitting of emotional
clements from the intellectual development, and division ol
the social from the cognitive elements ol learning. 1n the
cvolution of this separation. it is possible to trace the effects
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of a number of forces at work: the role of positivism in
defining ways of knowing: the increasing specialization and
fragientation of the academic disciplines; the fragmentation
of the faculty role into three spheres of research, teaching,
and service (as well as the predominant emphasis on
research); the resultunt emphasis of student affairs protes-
sionals on students’ noncognitive development: and the
fragmentation of the student experience on campus and the
subsequent loss of a unified college community. We argue
that these changes contributed to a breakdown in the social
community on campus and encouraged the further fragmen-
tation of student learning by dividing social processes away
from the leaming process.

Historical Development of the Separation of Social
and Emotional Processes From Student Learning

"One of the first elements of fearning to be shaved away in

Western education was any area dealing with internal and
unobservable states, such as emotions. aesthetics, values,
and motivations. If something could not he observed. it
could not be measured; therefore, it was not real and could
not be considered a basis for knowledge and truth. This
concept was grounded in the positivist paradigm—the belief
that "nothing is knowable except as it is susceptibie to
empirical demonstration, that only that which is confirniible
in public sensory experience guatiifies as genuine knowl-
edge. and therefore, that values (as distinet from facts) must
be consigned to the domain of feelings, tastes, and purcly
subjective preferences™ (Lucas 1985, p. 106). This was
grounded in the phiiosophy of, among others, Rene
Descantes, whose writings espoused the split between mind
and body, between internal mentation and objective reality
(Lucas 1985). This pernvasive belief svstem subordinated
nonintellectual activities to rational, empiricatly based
knowledge (Caple 1996: Kuh, Shedd, and Whitt 1987).

The role of positivism in placing emphasis on inteliectual
development continues 1o e a major barrier to other modes
of thinking about intellectual, emotional. and social develop-
ment. 1t is not difficult o see a connection between the
positivist paradigm and higher education’s emphasis on
cognitive development, I a belief in the mind body split is
the norm (so much so that it is not even questioned, and
positivism holds sway over other ways of knowing, then a
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narrowly defined intellectual development is no surprise.
Specialization is the path to the continued creation of
knowledge, which also is a prime goal of higher education.
especially in American universities today. Although emotion-
al and moral development is acknowledged. it is not associ- -
ated with nor is it given the weight or attention that is
devoted to intellectual development. ~It is not surprising,.
given the penvasive influence of this positivist belief system,
that students” intellectual and personal development are
thought to be discrete, mutually exclusive domains and stu-
dent affairs work is viewed as ancillany to the primary mis-
sion of the academy™ (Kuh, Shedd. and Whin 1987, p. 256).
The emphasis on individualism and competition. as opposed
to social elements of collibhoration and community. has its
roots in these tenets of higher educition—that our way of
knowing is characterized by objectivity. analysis, experimen-
tation, and the separation of subject and object (Brown

1990: Palmer 1987). And. although aliernative paradigims
have been proposed and are being explored, the full imprct
of this shift has yet 10 be seen or understood (Lucas 1983).

Given the wholeheartedness with which positiviss reason-
ing was embraced—initizally in the natural sciences and
eventually in social sciences as well—it is no surprise that
the German university model and its empliasis on rescarch
and scholarship so strongly influenced American higher
cducation, Separating fict from leelings also contributed 1o
the gulf benween those seen as responsible for students’
inteflectual growth and those seen as responsible for stu-
dents” social and emotionul growth, If. as discussed below.,
the growth in the size of institutions and in the population
of student affairs professionads allowed the social processes
of college to be removed from the classtoom, the aceep-
tance of the positivist pariadigm as the only way of knowing
in higher education forced emaotional influcnces out of the
classroom us well.

The sepiration of social from intellectual processes in
learing can be seen in the evolution of higher education in
this country, The most influential factor in this regard was
the shitt from a liberal arts model of education to the emer-
genee of the Germun university model and its emphasis on
rescearch and scholarship. Although much more can be said
about this aspect of change in American higher edueation
Gnd has been said. most notably by Brabacher and Rudy

]
Altbough
emotional and
moral develop-
ment is ac-
knowledged, it
is not asso-
ciated with nor
is it given the
weight or
attention that
is devoted to
intellectual
development.
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1197061, but also by Chickering and Reisser [1993) and Fenske
11989, we will only note that the rise of the German univer-
sity model allowed—indeed. compelled—taculty members
10 specialize in their particular discipline, which in turn
drove the emergence of the elective system in the curricu-
lum which encouraged students to specialize and be nar-
rowly focused in their studies,

The rise of the university modei. the increased speciaiiza-
tion within disciplines. the increased focus on faculty
research as a preeminent form of scholarship. and the cre-
ation of the elective system in the curriculum all influenced,
and were influenced by, changes in the role of faculty and
the role of students. In this section we review some of the
refevant literature that addresses this history.

We begin at the turn of the 20th century. when the sepa-
ration of intellectual development from social and emotional
processes began to be noticed, and noted. 1t was at that
time that President Eliot of Harvard College was instrumental
in the rise of the clective system on that campus and influ-
ential at other campuses as well.* From 1869-1909. during
his tenure as president, Eliot oversaw the dismantling of
rigid set of course requirements which were uniform for all
undergraduates and the rise of a -laissez faire™ svstem of
clective courses with few restrictions or requirements
(lencks and Riesnumn 1962). As students gained the freedom
to choose their courses and faculty gained the freedom to
teach increasingly specialized courses, “the 19th-century
hostility: between taculty and student was abated by the
increasing indifterence of both to education™ (p. 731).

Instead. faculty became more involved with their special-
ized avenues of rescarch, and students “continued to escape.
not onlv into their clubs, but into an increasingly protession-
al round of extracurricular activities where exigent stuandards
of performance—whether in writing, dematics, or athletios—
attracted rather than repelled recruits™ (Jencks and Riesnmian
1902, p. 738). Faculty took less notice of what happened
bevond their classrooms, and students used their freedont to
pursue interests bevond their academics, The continuity that
had resulted from smafl numbers of people intensively stucdy-

“Athough our initial atention o Tharvard may seem unrepresentative of
what was happening at other institutions, at the time Harvaed seas ine many
wavs o belbwether of future retorms Refornes and movements that began at
Harvard spread throughout the countey in samilar forms
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ing the same topics. as had been the nom since the devel-
opment of the colonial colleges, was interrupted.

Such was the state ol college curricula in the carly 1900s,
The student experience had become one of fragmentation, i
separation of academic endeavors from extracurricular activi-
ties. And extracurricular activities were a force with which 1o
be reckoned. In Campus Lifer Undergraducite Cultires From
the End of the Eighteenth Century to the Present, Horowitz
chronicled the osdillations between what she cilled “college
lite™ (the extracurriculum) ana the attention paid to a stu-
dent’s program of study (1987). She described ~collegs men”
as those who tormed the majority of the student body and
were more intent on college life—athletics, social clubs, tra-
ternities, newspapers, and other student organizations—than
they were on their courses. "Outsiders™ tended to be those
students who were intent on their studies, called “grinds™ by
college men. Horowitz also pointed out that at any period in
time one could find a variety of these types of students on a
single campus, although the proportions might change or a
certain type might gitin in popularity and visibility. She cited
the cfforts of many college presidents and fuculty members
to discourage the proliferation of college life and refocus
student energies within the classroom. but acknowledged:

3y the 19205 the administrators of maost colfeges aid
wuniversitios bed come to an accommodation with col-
fege life. Not only iras it assumeed to be normal; its fong-
term henefits were now clear: Aluni with fond
mentories of college deays emerged to eudow alina
mictter. Football games cultivated undergraduate loyal-
ty. especially when the school bad winning teans.
Morcover, the codes of college life—boierer baostile to
the academic enterprise—served to gorern stirdeint
hehavior. As colleges and universitios gren to a large
stze, thelr admiidstrators perceived the value of com-
nnal order. eren oste patrolled by students. The trick
was ta harness college life. to limit its bedoiisn aned
mare destructive elements. aiid 1o emphasize its refa-
tioin to citizenship aned service (1987, p. 108).

Horowitz's description of college life retlects the little
thought given at the time o the possibility of social, ¢tno-
tional. and intellectual development being fostered outside

Enbeancing Stiedent Learning



the classroom. The focus at many institutions was on social
and peer control of student behavior.

Some institutions, while acknowledging the important
influence of the peer culture, tried to shape it woward intel-
lectual ends. Chicel among those who tried was Abbott
Lawrence Lowell, president of Harvard (1909-1933). His
influence culminated in 1930 with the opening of the
Harvard House System (Jencks and Riesman 1962) through
which he hoped o integrate intellectual work with social
cohesion. The houses consisted of the usual bedrooms and
bathrooms of conventional dormitories. but each was
“enriched”™ by the addition of a library and lounge space for
studying: the presence of a House master (a senior taculty
member). senior witors (junior faculty members). and tutors
{(graduate students) who held watorial sessions in the house
for residents: and o dining hall in which students and faculty
met daily on an informal basis. Because of their relative
luxury and the opportunities provided to students to con-
verse with faculty, fencks and Riesman speculated that the
houses were meant to “seduce” students into becoming
interested in inteilectual topics and were an academic alter-
native to social clubs or sports teams.

The purpose of the Harvard House System foreshadows
the programs that use social and emotional processes to
enhance intellectual development under way today which
are discussed later in the report. By tuking advantage of
social dynamics—triendships tormed through shared, every-
day experiences such as dining and discussing topics of
mutual interest—Harvard hoped 1o encourage intellectual
development. The separation of the academic content fiom
the rest of the college experience, which had been exacer-
bited by the elective system, was to be linked back together
by efforts outside of the classroom.

The tensions felt at Harvard between students” social and
academic lives were felt elsewhere and were addressed in
fushions similar to the House system. Bennington College,
founded in 1932, stressed the interrelated community
formed by its students and faculty. Newceomb studied the
attitudes of students at Bennington between 1935 and 1939
and described the informal nature of classes which were
“conducted as workshops, studios. laboratories, or as discus-
sion groups far more frequently than by the lecture method™
(1943, p. 7). Not only were class arrangements different
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from other colleges, there were "no extracurricular” clubs or
orgianizations . . . the educational assumption being that if it
[was| worthwhile for a student o carry on a given sort of
activity, it should (have been] fully legitimized within her
program of college work™ (p. 0). Such a degree of integri-
tion between academic and social endeavors no doubt wias
tacilitated by the small size of the institution (250 stadents,
30 faculry), yet the fact that it was tounded upon such prin-
ciples suggests that the Bennington faculry and students did
not wiunt to continue to separate those endeavors,

Reform eflorts were happening at large campuses as well.
The curricular retform etferts of Alexander Meiklejohn at the
University of Wisconsin provided another model of an inte-

grated core of courses. In place from 1927-1932 at the

University of Wisconsin, Meiklejohn's Experimental College
curriculum contrasted with the earlier popularity of the elec-

- tive system, as it emphasized the holistic nature of informa-

tion across courses. Furthermore, the curriculum “required
students to develop a personal point of view, o connect the

ideas in the classroom with the real world™ (Gabelnick et al.

1990, p. 11, Meiklejohn's model inspired other types ot core
curricula, such as the “Experiment at Berkeley™ from 1965-
1969, and the use of the "Great Books,™ at St. John's College
in Maryvland and New Mexico (Brubacher and Rudy 1976).

While reforms were being instituted in isolated arcas.
forces continued 1o separate the work of students and facul-
ty members and maintain the fragmentaton among emotion-
al, sacial, and intellectual elements of learning. Student
culture was connecting social and emotional processes but
in wuys that did not necessarily contribute to holistic learn-
ing as we have described it. For example. Newcomb studied
interactions within student peer groups (1902), He argued
that the educational objeaives of higher education were not
being turthered by peer groups in most American colleges
because the objectives of the peer groups were different
from those of the institution. Furthermore, the peer groups
that formed naturally among students were not the same
ones that formed within classes. Especially in Luger instit-
tions, studens from the same classes seldom met outside ot
clisses and so the opportunitics to continue intellectual con-
versations begun in class were lost, This again was
portrayed more recently through Moffatts study at Rutgers
University { [U89).
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Perhips beaause reforms designed to integrate students’
experiences and learning had been implemented sporadical-
Iy and in isolated circumstances and were based upon the
concerted efforts of a few individuals, they were unable to
overcome the many barriers they faced. Competing deminds
on faculty time and a student culture that was driven by
issues other than intellectual development contributed to the
disintegration of a sense of holistic learning.

It is no coincidence that the field of student affairs in
higher education wiis emerging at the same ume Harvard
and other institutions were sceeking ways to connect student
and academic lite. As more faculty members were trained in
the German tradition of rescarch and scholarship. the
emphusis on their role in the development of the whole
student diminished. Colleges created the new positions of
dean of men and dean of women, which were filled by
faculty members whose responsibility was to “supervise the
non-academic life of students and to advise and inspire
them™ tHorowitz 1987, p. 11D, Student conduct and their
spivitual and moral development were delegated to these
deans of men and deins of women (Williamson 1961).
Services that faculy traditionally had performed. such as
personul counseling, academic advising. vocational guid-
ance. student discipline. admissions, and registering students
for courses, were needed by growing numbers of students
and were delegated o an emerging set of personnel profes-
sionals CAppleton. Briggs, and Rhatigan 1978: Muceller 19615
Williamson 1901).

The adaptation of the German madel of higher education
established rescarch and scholarly dactivities as priorities at
nuny institutions: encouraged faculty 1o emphasize research
and specialization: and diminished the importance of per-
sonal growth, generud studies. and cthical dimensions of
higher education ¢Kuh, Shedd, and Whitt 19873, This could
not have happened o the degree that it did if it were not for
the emergence of student affairs professionals who picked
up what no longer was a priority Tor faculty, “Because stu-
dent affuirs workers performed tasks that nuny faculty mem-
hers no longer considered integral to the academic
cnterprise, the faculty understandubly came to regard stu-
dent atfairs functions as separite from the academic core of
the institution” (Kuh, Shedd, and Whitt 1987, p. 233),

Other forees contributed to the fragmentation of the col-
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lege community and the further dichotomization of intellec-
tual and social development. The 1960s saw dramatic
increases in the number of public colleges and universities.
which caused un increase in students of more diverse back-
grounds, interests, and needs for higher education
(Appleton. Briggs, and Rhatigan 1978). Not only did the
numbers of students grow, but their increasing diversity
made college communities that had been built on the com-
monality of students’ backgrounds and experiences a thing
of the past. Atmany institutions the roles of faculty and
student affairs professionals spread further apar, as the
“growth in numbers of students. complexity of organization.
and heterogeneity in purposes and problems forced colleges
to designate special officers and agendies to meet the prob-
lems that traditional officers could not handle™ (Shatfer 1993,
p. 163). The booming increases that colleges und universities
were to see in the coming decades would further contribute
to the demise of the college community that Bover (1988:
1990) and others Luter would kunent.

ftis not difficult to imagine how s confluence of
forces——specialization of the disciplines. empliasis on
research and scholarship, emergence of student affairs pro-
fessionals. and the penvasive positivist paradigm—Ied o the
point at which the intellectual development of students wias
seen not only as the primary purpose of higher education
but as completely distinet from social and emotional
processes, To be sure. institutions of higher education took
seriously the responsibility of acting in loco parentis for their
students. and student affairs professionals were receiving
advanced training in growing numbers. However., higher
cducation had reached the point at which two forees influ-
enced students, The Larger of the two concemed the interac-
tion of students and faculty and the resulting intellectual
development. The smaller of the two concerned the interac-
tion of students and their peers: students and student affiirs
professionals; and the social. emotional, and physical well-
being ol the students,

Current Cultural Barriers to Integrating Social,
Emotional, and Intellectual Development

The aforementioned historical developments form one part
ol a cultural barier to integrating social, cmotional, and
intellectual processes of student learning. in part beciause
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history represents an imponant pan of higher education’s
culture, In this section we focus on the current aspects of
higher education’s culture that reinforee the disintegration of
emortion:l, social, and intellectual development. This discus-
sion includes a description of salient aspects of the culwre -
of higher education, including faculty norms and rewards,
student affairs norms, student culture, and a notion of what
constitutes a college community. Qur point in presenting
and discussing barriers 10 bridging the emotional!
social“intellectual divides is 1o bring to conscious level some
of the factors that make this divide so insidious, Having
made these barriers conscious, we turn our attention in sub-
sequent sections to overcoming them.

Higber-education cullure

The forees that shaped the roles of faculty and student
atfuirs professionals during the carly part of the 20th century
renutin largely unchanged despite exhortations during the
last few years for faculty to weach more and tor student
affairs professionals to ny harder to cooperate with faculty
members, I anything, the lines between the two sides are
more irmly drawn:

A inridiions hierarchy of professionals prevails on most
canipises. The pecking order’ in place reflects conmmion
notions that intellectial doevelopnient is the higher and
proper growsid for facnlly, and that psychosocical devel-
apatent is the lower and proper ground for stident life
stetff . The prevailing bicrarchy is rooted in
imparerished conception of the teaching-leariting
pracess, one that improperly dicbotontizes development
in the affective aud cognitive donerins. Alibongh some
aspects of broneain derelopaentt other than cognitive are
aeldressed in formal conrses, most are left to cheance or
to the student-lifers. And some, such as artistic-cesthetic
sensibility, are left largely nnderioinrished (Stringer,
Steckler, and Johnson 1988, p. i6).

The term “higher-education culture” is misleading bediuse
the assertion that there is 4 single culure is guestionable
(Kub and Whitt 1988). To understand all sides of the issue, it
may be more helpful to recognize three broad cultures with-
in institutions of higher education—those of the Lculty,
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student affairs protessionals. and students—although within
cach of these many subcultures exist. Not only are these
three cultures broad, but they cach have their respective
broad literasure bases. For thorough discussions of these
areas, we reter the reader to Horowitz (1987, student cul-
ture): Kuh (1993a. student affairs culture ). Kuh and Whitt
(1988, higher-education culture): Tierney (1990, faculty cul-
ture): and Tierney and Rhoads (1994, faculty culture).
Multiple subcultures notwithstanding. by examining the
three main cultures many barriers become evident. Faculty
and student affairs cultures are discussed together and fol-
lowed by a separate discussion of student culture.

Much of the lack of change in faculty and student affairs
roles can be attributed o strong cultural norms throughout
higher education that reinforce these roles. Brown refers 1o
these as differences in orientuation and writes:

Barriews arise from Doth rectl and perceived differences
hetueen acadeniicicens and student affeirs profession-
als. There are differences in the organizational struc-
tivres coned rewverd systems. in background and baining.
i norms and cultires, and in goals and priovities. . .
Traditionally. faculty bave consiclered the primary
Junctions of the nniversity to be creating, preserring.
cned transpiitting knoirledge whbile promaoting and safe-
uarding the so-called fife of the mind. Their profes-
stonal rewards hace followed fron these ralues.
Moreorer. recoguition, promotion, end fenre at iost
institutions cre hased miove on scholarly contribution to
an acadenic discipline than on professional contrvibu -
tions to the edncation of students or the welfare of the
fnstitntion C1990, pp. 246-17),

Love, Kuh, MacKay, and Hardy point o further distinciion in
the basic viiues of faculty and student affairs (1993). They
point out that while faculiy are focused on higher order
needs (cognitive development, for example). student affairs
professionals are focused both on basic (such as orientation
1 college and providing residence and dining services) and
higher order Ueadership development, multicaltural aware-
ness and diversity programming. and counseling) needs.
Love et al. argue that most faculty pereeive stucdent affiirs
professionals Gf they pereeive them ac all) as providing fov
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hasic needs only (1993). Other ditferences in cultural expec-
tations include the observation that fuculty vialue autonomy
over collaboration: whereus, given organizational structures
and tasks, student aftairs professionals value collaboration
over autonomy. Faculty value thinking and reflecting over
doing: student affairs professionals tend to value doing over
thinking and reflecting.

In the section about Facilitating conditions, it is noted that
efforts are under way 1o change the priorities fucing faculty
placed on research. teaching. and service such as redefining
what constitutes scholarship (Boyer 1990) and creating
administrative positions to focus on undergraduate students
and their education CStudent Focus™ Stressed at Muhlenberg
199-1), These types of etforts, however. need extended—iand
sometimes extensive—support to take hold. and even then
they take a long time to influence the faculty and student
wtlairs subcultures as well as the larger overall culture.

Another barrier facing faculty and student attairs profes-
sionals in the development of holistic approaches to stu-
dents” social and intellectual development is their training
and socialization.

Faculty are provided fittle if aony hackground about the
neure cnd struchire of the organizations i which
they are likely 1o sperdd their careers. I addition. fecul-
1y receive fitfe training in performine the tast 1o which
they will devote much of their professional time—tvach-
ing. Until recently at least, few faculty bad aiy concepr-
tion of bowr sticdents fearn or of the impact of the
onifsicle-the-classroont environment! on stiident perfor-
mairce and retention (Brown 1990, p. 2:40).

Historically. this has been as vue tor full-tinwe faculty mem-
hers as it has been for teaching assistants, Student alfairs
professionals, though exposcd to developmental theory in
MOst master's preparation programs, are socialized into a
profession in which cognition and the intellect is deempha-
sized, as evidenced through their professional jourmils (Kuh
el al. 19806).

As indicated previously, student aftairs culwre holds as an
espouscd, though not completely enacted, value ol holistic
student development. Related o the emplasis on social and
emotional development is the dominant student aftairs cul-
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wral view holding that intellectual development is restricted
to the classroom or clussroomlike venues. while social and
emotional development is restricted to out-of-class experi-
ences, This is a limited view of student learning and develop-
ment. Fortunately. recent research and literature (seen, for
example, in Baxter Magoldia 1992, 1995: Kuh. Schuh, and
Whitt 1991: Terenzini et al. 1992, The Student Leariiing
Imperative) have been influencing the discourse in the ficld
and may be providing the impetus that will assist with the
more full enactment of holistic student development. On the
academic side. it can be noted that many of the humanities
and social-science disciplines deal with broad matters of life
including feelings, relationships, and moral and cthical deci-
sions and their consequences. Whether these aspects of the
disciplines are enacted upon in the classroon. the possibility
to bring social and emotional issues into the classroont exists,
~The values and cultural norms of faculty and student
affairs professionals contribute to an inability on the part of
institutions to change quickly in response to changing needs
of students or demands from groups external to the institu-
tion. The pernvasiveness of these cultural values is whai
mukes their influence so strong and so resistant to change.

Finally, the culture of higher education includes the
assumption that while moral and ethical development occur
while students are in college, they are not the purview of
cducators (that is. faculty) andd thus have heen relegated to
student afluirs personnel. This is an extension ol the histori-
cal development of college curricula presented carlier in this
section. The lingering effects of the 1960s—when students
pushed college professors and administiators further out of
their personal lives—and our reluctance in the 1980s to chal-
fenge the beliels of athers for fear of treading on their rights
as individuals combined to create a climiate on campuses
that sidestepped the examination of values.

The works of Perry (1970 Kohlberg (197 1), and Gilligan
{1982y all are seen as related to cognitive development and
are discussed as such, but the relted development of vidues
and morals are viewed as off-limits by nuny college educa-
tors. It is safer for faculty 10 leave topics such as morals and
values in the hands of those seen as outside the educational
mission of the institution (student alfairs professionals and
campus ministey. for example) and remain focused on the
vilue-free content of the disciplines.

The values and
cultural norms
of faculty and
student affairs
professionals
contribute to
an inability on
the part of
institutions to
change quickly
in response to
changing needs
of students . . .

Enherncing Student Leeriing

21




S
@?)

Student culture. Generally, student life has cleaved off
from academics. Newcomb and Wilson noted that the
spheres of the peer group and those of the intellect overlap
only slightly (1960). Astin also noted that the student culture
of traditional-aged students has become dominated by
desires for self-fulfillment. self-enhancement. and financial
security (1993). These students are encouraged 1o view their
lives in fragmentary ways: what they do in the classroom is
clisconnected from their lives outside the classroom. and
what they do at work is disconnected from who they are
and what they do at home.

An ethnographic study of college students carried our
from 1959 10 1961 looked at the importance of grades in the
lives of the students (Becker, Geer, and Hughes 1968). The
study concluded that students at a large public Midwestern
university placed a great deal of emphasis on grades—what
grades they had received and what they thought they might
receive. On the surface this appeared to be a concern with
intellectual development: however. it actually was due to the
fact that grades were used to determine in which dorm stu-
dents lived or to which fraternity or sorority they could
belong. Place of residence and Greek affiliation were the
key signs of prestige on that campus, so students paid signif-
icuant attention to grades and what minimum grade point
average they needed to get into a desirable residence.
Instead of being a study about students and their intellectual
development. it is more about how students positioned
themselves in desirable social strata. As shown in other stud-
ics. the social concerns of students were driving their acade-
mic efforts (see. for example. Goodsell 1993 Lamont 1979:
Leemon 1972: Motfat 1989}, What took place in the class-
room and the auention paid to classwork outside of the
classroom were heavily influenced by nonacademic issues,
and a culture of anti-intellectualism pervaded many campus-
es tHorowitz 1987).

Conceptions of college community

If some degree of conimon values, common experience, and
communicition constitute the foundation of community. and
some sense of community is necessany for institutional trins-
tormation. then higher eduction faces @ monumental barri-
cr. Brown cffectively summuarizes the barriers to bridging,
students” social and intellectual development, drawing
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- together the elements of culture, changing student demo-
graphics, and strained or nonexistent relationships between
student affairs professionals and taculty (1990):

Although the term academic community is still « part of
the higher-education lexicon, the reality at all but the
smallest schools is lack of communication and lack of
sheared experience among the many subcudtires that
constitute an institution of bigher education. The size
of conteniporary colleges ancl wniversities, their frag-
mented organizational structires and confusion over
goals, and the adversarial relationships between feculty
and acmrinistration on all too many campuses con-

+ tribule to the problem. In addition, the demands on
steelerts” time (weith anany working belf time or more to
help pay the cost of higher education today). the
fneredsing proportions of comnnuting and acdult stu-
dents, the competitiveness promoted by college policios
and practices, and the very diversity that we claing to
calue are all barriers (o creating and sustaining a
sense of comnpunily (Brown 1990, p. 262).

Calls for a return to « more unified campus or academic
community have been frequent (Bover 1990: Palmer 1990:
Study Group 1984), yet the possibility of a common notion
of community is as questionable as it is for notions of a
single higher-education culiure.

Tinto (1993) writes that it is important to nurture many
student subcultures within a single institution because all
stucents are not alike and do not have the same needs. By
nurturing and sustaining many subcultures, institutions can
increase the chances that students will feel as if they fit in
somewhere. Perhaps, then, the notion that there should be
(or even could be) a single, unified campus community is as
much a barrier to bridging students” social. emotional, and
intellectual development as is the actual absence of such a
community. Tierney (1993) speaks of communities of difter-
cence—communities in which ditferent values and different
experiences are valued and nurtured. Shifts in student
demographics (such as increases in students of color, older
students, and part-time students) demand that our notions of
campus community be reexamined. For faculty members to
yearn for the days when students were better-prepared aned
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had more leisure time to seek out faculty in their offices or
for student affuirs professionals to wish that all students still
had no tamily obligations uand could attend evening pro-
grams is o miss the current intellectuad and professional
challenges, It also is to miss the excitement that results from
meeting such challenges.

This brief discussion of burriers serves to highlight the
difficultics: involved in integrating the emotional, social, and
intellectual processes of student learning. Although the pen-
dulum of curricular integration has swung back and forth
throughout the history of higher educition in this country,
the pervasive, competing cultures that have developed have
maintained the momentum of the current swing away from
integration. An understanding of these barriers 1o integration
allows us o turn our attention more suceesstully toward
conditions that facilitae integration.

Facilitating Conditions

Fadiliteting conditions are those circumstances, issues, and
changes that are helping to ereate conditions in which intel-
lectual, social, and emotional processes more easily migh
be integrated in students” learning experiences. These condi-
tions are helping 1o create climates and cualtural enclaves in
which changes are taking place. They are the necessane but
insutticient conditions to accomplish the task of integration.
ICis due. in part. to the present conlluence of facilivating
conditions that this report is written at this particular time,
The facilitating conditions we describe are a continuing par-
adigm shift in social sciencees and education, the emergence
of disciplines that incorporate the impadt of social processes
and issues of affect. current retforny effonts, and external
pressure on colleges and universities, especially in the area
of ouwconies assessiment.

Paradigm shift

The positivist paradigm that is consistent with predominant
maddes of thought in many ficlds increasingly has come
under attack (Lincoln and Guba 1989), Lucuas, in writing
about paradigm shifts in the natural and social scienees,
truced chimges in predominant theories in physics and psy-
chology (19853, He noted the changes from cardy “rigid
recuctionism and positivism,” where science “dealt] only
with hard. objective facts,” to recemt patterns of holistic

20

Py



fu

@@S

thought (p. 166). Citing the dominance of Cartesian inttu-
ence on natural science. Lucas delineated the paradigm
shifts in various arcas, In physics, thought moved first from
particle theory. then o wave theory, and then to a combina-
tion of the two.

In psychology. the early emphasis was on hecoming a
natural (and therefore legitimate) scienee. so the focus was
on behavior as the only objective, observable pan of the
field. Early developmental psychologists also bhegan to focus
almost exclusively on skills and tasks associated with the
natural sciences and mathematics and de-emphasized devel-
opment-related intuition, emaotion, spatiad perception, and
music (Kurfiss 1983),

In the 1960s. the attention of educational and psvehologi-
cal researchers turmed to such topics as the interpersonl
relationships between teachers and students (Katz 1962:
Tiberius and Billson 1991) and the formation of peer groups
and their influence on students” identity formation (New-
comb 1962). Katz used the psychological wrm transference
to describe the interactions hetween students and faculty,
acknowledging that such interactions could be miajor, if mis-
understood, factors in learning. Personal interaction intro-
duced ma bothersome element into the supposediy
dispassionate intercourse of minds, Yet it is a potent vehicle

. for fearning, mislearning. and not learning” (Katz 1962, p.

380,

Part of this paradigm shift includes the widespread aceep-
tance of aliernative rescarch methodologies, especiinlh quali-
tative rescarch. The past decade has seen o significant
increase in the number of qualitiive studies focusing on
student experience (or example, Baxter Magolda 1992
Belenky et al. 1980: Kuh et al. 1991: Mottt 1989). and espe-
cially the experiences of those students who have been
the margins of American higher education, such as students
of color (Attinasi 1989 Murguia, Padilla, and Pavel 19910,
One outcome thiat has emerged from these studies is the
significant influence of social and emotional influences on
students” ability o learn and succeed in higher education.

Although positivist methodologies stll cany tremendous
weight, naturalistic, qualitative methods are gaining ground.
Through their use of inductive analysis, the atiention paid to
matters ol contest and grounded theory-building facilitites o
focus on the inegration of social and emaotional processes
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with intellectual development (Glaser and Striauss 1967;
Strauss and Corbin 1990). However, despite changes in other
scienees, in educational-research methodology, and in edu-
cation processes, the influence of positivism still pervades.
Palmer indicates that the “modern phyvsicist may have aban-
doned the image of atoms tloating in the void, but higher
education still has) s culture of individualism which mirrors
that discredited worldview™ (1983, p. xiv). So. although a
paradigm shift can be identified., its effects only recently are
heing felt.

The emergence of new disciplines

New disciplines have emerged continually throughout the
history of American higher education. In fuct, this tendency
has contributed to the continual fragmentation of the faculty
community. Newly emerging disciplines such as women's
studies; Pan-African studics: and gay, lesbian. and bisexual

studies are somewhat dilferent in that they have turned their

focus of rescarch back on the process and organization of
education and are critiquing the traditional role and culture
of academia. They appear to be part of the larger paradigm
shift occurring in education. Additionally. the study of higher
cducation and student affairs has contributed significantly to
the rescarch base that underlies this report.

in addition to new disciplines. new and broader defini-
tions of scholawship are emerging (Boyer 1990 Rice and
Sheridan 1989). These definitions recognize than effective
integration, application, and communication of knowledge,
as well as the discovery or creation of knowledge through
research, are viable forms of scholarly activity (Bover 1990).
An example of this is the set of classroom assessment tech-
niques that Cross and Angelo called upon college faculty 1o
practice (1992). They encouraged faculiy members to experi-
ment with and test hvpotheses about their instructional
muethods and their effeas on student learning. In this way
one’s own teaching becomes an object of scholarship.

Current reform efforts

Like the institutions atempting reform at other points in this
century, somee institutions today appear to be reversing
direction and moving back toward the consistencey and
coherence thought 1o be provided by core requirements or
by a general-education core. Calls for reform during the jast
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decade have recommended that colleges and universities
refocus their efforts 1o be consistent with their mission state-
ments, provide more coherence (0 their curricula. and create
“community” by structuring similar experiences for all stu-
dents (Boyer 1987 Campurs Life 1990: Study Group [98:4). As
Browr suggests:

1he lists of objectives or outcomes theit hare emerged
Jron: the many efforts to overbaid general education
bear remerkable resemblances. Conpetence in reason-
ing and critical thinking. offective conmunication
skills, tolerance jor imbiguity, wnderstanding different
crtltires. esthetic appreciation. ability to make valie-
hascdd distivictions and dvecisions, aned wnderstanding
social institiitions and of the relationships betiveen the
individual and society are some of the comnmonalitios
among the goals thet have been identified (1990, p.
2544,

Related 10 the current reform movement is the ongoing pres-
ence of the Continuous Quality Improvement movement
and its merging with the assessment movement, especially
through the eftforts of the American Association for Higher
Eclucwtion. It remains to be seen what lasting impact this will
have on higher education, but it specifically recognizes the
importance of cultural chinge in institutions ol higher edu-
cation. That alone makes it quite different from past reform
movements.

External pressures

External pressures have been brought 1o bhear on higher
education as well, as parents. emplovers. and legislitures
question the cost and outcomes of higher education. The
assessment movement can be seen as a direct result of the
hesitaney of these constituencices to endorse the status guo.
Although a potential barrier to integration, changes in stu-
dent demographics also nuy contain elements that serve to
facilitate the integration of intellecual. social, and emotional
processes in the learning process. “Research has document-
edd the differences in learning styles, academic values, and
personal characteristics between the so-called new students
and the more affluent and academically oriented college
students of the fifties and sixties™ (Cross 1970: Davis and
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Schroeder 1983) (Brown 1990, p. 251). Other external pres-
sures that are demanding the attention of those in higher
cducation include the shrinking global community, increas-
ingly penvasive technology, and financial strain.

As indicated carlier in this section, the presence of facili-
tating conditions does not ensure that necessary changes
will be mude. Instead, these conditions create a context in
which change hecomes more possible. Leadership, hard
work. and additional strategics are needed it future students
will experience an educational experience in which intellec-
i, socil, and emotional elements are integrated. The gen-
eral public is demanding that education be more efficient
and relevant and do a beuer job of preparing our citizens for
participation in the workforce and society of the future. As
institutions scramble to find methods that work, it remains o
be seen whether our practice will emphasize the necessity
of the reciprocal, mutually shaping inteliectual, social, and
emottonal-clements of student learning. The following sec-
tions describe rescarch that substantiates the interrelation-
ship of emotionztl. social. and imellectual aspects of learning
and individual and institutional strategics 1o overcome some
of the aforementioned barriers and promote integration.
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THE LINKS AMONG INTELLECTUAL, SOCIAL,
AND EMOTIONAL ELEMENTS OF LEARNING:
THE RESEARCH

We have examined the historical and cultural context that
has developed in American higher education related to the
fragmenting of the disciplines, the college community, and.
ultimzuely. the learning process. That development has
resulted in significant barriers and challenges facing faculuy,
studient affairs professiomals. and adminisirators who attempt
to facilitate the holistic education of college students, espe-
ciatly at four-year research institutions. In this section we
return 1o the axiom that a student's inteliectual development
is influenced by social and emotional factors.

Recill our argument from the Arst section—that the muu-
ally influential nuture of cognitive, social, and atfective
development is accepted as fact, but thar many of our indi-
vidual actions and organizatonal behaviors indicate other-
wise. To reinforee the need 1o understand the powertul
influences conneciing intellectual. social, and affective devel-
opment, we turther expand upon our conceptual framework
and describe some of the rescarch that supports it

Knowing and being actively aware that cognitive, social,
and atfective development are inteerelaed is one step
toward grounding this axiom in practice. Another important
issue is how and in what conditions they are mutaally intlu-
ential. In this section. reseireh is presented that substantiates
the links between the various dinds of intellecuual, sociad,
and emational processes as well as the inerconnectedness
among all three. na sense. because the evidenee indicates
that these processes are linked, the links thae have 1o be
mide among intellectunl, social, and emotional clements of
learning must be made in the minds of higher-cducation
cducators,

The influences of social processes and emotional

clements on leaming may he—and most often are—ignaored,
but that does not mean they are not influencing the leaming
process. By ignoring these influences educators altow this
instructive void to be filled in wiavs that mav be detrimental
to the leaming process. Peers exert @ goeal deal of influence
on how the academic enterprise is interpreted by students,
This widesprend student caltare influences the motividions,
attitudes. vidues, and beliefs about learning that students
carry with them into the classroom. Facully miy ignore the
cmotional states of their students, but negative feelings such
as depression. thoughts of suicide, and horrors of abuse and
neglect: Tears related o parentad divoree, inanees. or social
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acceptance: and positive feelings such as hape, curiosity,
love, optimism, excitement about a relationship, or pride in
an accomplishment all are carried into the classroom and
exist as students struggle to understand their work und
apply it to their lives. Higher education professionals must
recognize their students as complete individuals—as think-
ing. feeling, social beings—as a first step toward creating a
holistic learning progess.

Cognitive and Social Processes

Most learning and development take place in a social con-
text. The stimulation that causes such precursors to learning
as cognitive dissonance (Festinger 1957 or disequilibrium
(Piget 1928) often is an external stimulation and most often
comes from other people in the environment. Yet, the histo-
nv and tradition of American higher education celebrate and
revere the lone scholar and rescarcher. Individualism, inde-
pendence, autonomy, and competition are values inherent
in higher education’s academic culture (Love et al. 1993).
Extending this cubtural influence to developmental theory.
Piaget's recognition of the role of social forces in children’s
development often is overlooked (1926). Elsewhere, the role
of supportive (and challenging) others. groups. or teams in
the process of knowledge development has been de-empha-
sized or ignored. Competition is traditionally championed
over cooperition, although much research shows coopera-
tion to be superior to competition in terms of achievement
and feelings of well-being (Kohn 1986).

Only recently has the role of interpersonal interaction,
communication, und suppornt been discussed with regard to
how the ideas and knowledge of what is perceived as an
individual project developed. For example, Perry's Scheme.
as Perry himsell argued. is the product of the work and
thoughts of at least 30 people (19813, Recognizing the intlu-
ence of others also might be beneficial for the cognitive
development of college students. The social aspects of cog-
nitive development, though recognized and accepted as Fact,
olten are not attended to or given credit.

Perhaps the strongest statements in the literature related
o social, affective. and cognitive development have been
inade ahout the connection between social processes and
cognitive development (for exanmple. Baxter Magolda 1992,
1995; Chickering and Reisser 1993 King and Baxter Magolda
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1996). Chickering and Reisser point out that relationships
provide powerful learning expericnees and opportunitics to
enhance cognitive development (1993). These relationships
include out-of-class taculty-student interaction, which consis-
tently has been shown to be very influential in student —
growth and outcomes (Astin 1993: Pascurella and Terenzini
1991): pedagogical interactions benween faculty and students ¢ @ current
(Brophy 1985; Good 1987): social and academic interaction scholars and
among students (Bean and Creswell 1930: Harnett 1963; Kuh  researchers
1995: Weinstein 1989): students’ pereeptions of an instruc- 'bavefound it
tor's socil :l?d academic behaviors (Weinstein 1989): and d@'[ficult to
the effects of cultural and other social differences on social
interaction within the classroom (Li 1992: Flores, Cousin, sgparate cog-
and Diaz 1991). nitive skills
Generally, current scholars and researchers have found it Jrom social
ditficult to separate coguitive skills from social processes. In pprocesses.
fact, the entire area of rescarch now known as social cogni-
tion is premised on the belief that learning occurs in a social
context and that one's ability to interact effectively with oth-
ers requires some level of cognitive ability Cand vice versa).
A cognitively complex individual is better able to adapt to
the demands of changing social situations than is a less com-
plex individual. . . . Cognitively complex persons are more
skitled at taking the others” perspective and. therelore.
should be more effective in sending and receiving
messages” (Rubin and Henzl §984, 0. 264),
Muny recent theories of cognitive development in college
students more clearly recognize the role of social elements
(Baxier Magotda 1992, 1995: Belenky et al, 1986: Gilligan
1982). For example. Baxter Magolda (1992, 1993) incorpo-
rates social reltionships into her scheme of cognitive devel-
opment and. in fact, indicated that one of the principles
guiding her work in exploring students” intetlectual develop-
ment was that “ways of knowing and patterns within them
are socially constructed ™ (1992, p. 200, She refers to this as
relational knowing characterized by attachment and connee-
tion. This connection is with others and with what is known.
"One of the most powerful messages in the students”
stories was that the ability to develop a distinetive voice
stems from defining learning as constructing meaning jointly
with others”™ (Baxter Magaolda 1992, p. xiv), Baxter Magolda
contrasts relational knowing with patterns of impersonal
knowing. which are those highlighted by separation and
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abstraction, Impersonal knowing also is characterized by
autonomy. ohjectivity, and ratdonality. all of which are recog-
nized and celebrated by the positivist paradigm that is domi-
nant in higher education (Baxter Magolda 1995). Baxter
Magolda argues for a place for both in the learning process,
though the concern is that the current culture emphasizes
the later.

Josselson, in her work on women's identity development.,
identified the role of supportive people in moving beyond
foreclosure—a state of premature resolution of one’s identity
(1987). Belenky et al. indicated that a willingness 1o ask
questions and add to discussion enhances intellectual devel-
opment (1986). Fheir stage of connected knowing reflects
the importance of social relationships and interaction in the
pracess of cognitive development. It also emphuasizes the
importance of connecting theory and learning 1o personal
expericnces, Baxter Magolda (1992) and Belenky et al.
(19806), focusing on issues of gender and cognitive develop-
ment. indicated that women value connectedness or social
relationships in their leaming experiences to a greater extent
than do men. but that both men and women benefit from
comnectedness and positive soctul relationship in the learn-
ing process. This gender-relued pattern also is consistent
with the findings of Springer et al.. who found that “time
spent sockalizing with friends was more positively related 10
gains in orientaions towird learning for self-understanding
for women than for men”™ (1995, p. 163,

Lundeberg and Dicmert Moch ¢(1993) discovered that an
emphasis on connected knowing through collaborative sup-
plemental instruction (peer-led discussion groups) helped
increase the number of female nursing students who sue-
cessfully completed required science courses—courses that
were archetvpal examples of sepuarate knowing (Belenky ot
al. 1986). The culture that developed in these peer groups
was characterized by i spirit of coopueration, community,
shilt in poswer from leaders to students, and increased risk-
taking. Lundeberg and Diemert Moch identified the cognitive
aspect ol the process as including confirmation of the capie-
ity for learning on the part ol the students, ongoing asscss-
ment of student knowledge, and connected learming—tuun
is. connecting to one another and connecting ideas to expe-
rience (1993),

Perkins, Jav, and Tishman point out that the context and
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social dimension of thinking influences the process of think-
ing. “People frequently (perhaps all too frequently) puzzle
out their problems by themselves. But thinking also occurs in

‘social contexts in which people need to work together and

honor and learn from one another’s perspectives and arrive at
satisfactory mutual resolutions™ (1994, p. 76). Palmer
addressed the issue of knowing and community and their
connection 10 our pervasive culture: “Scholars now under-
stand that knowing is a profoundly community act. . . . In
order 10 know something. we depend on the consensus of
the community in which we are rooted—a consensus so deep
that we often denw upon it unconsciously”™ (1983, p. xv),

Not surprisingly. students also find it difficult to separate
social processes from learning (Baxter Magolda 1992
Belenky et al. 1986: Kuh et al. 1991: Tinto, Russo, and Kadel
199-1). In their study on out-of-class experiences, Terenzini
et al. deseribed this phenomenon through students” words:

Most studlents nterciewed al [Southaest Commnity
College] were ficld sensitive lecriers, relying on extrin-
sic stimuli o facilitedte feerning. We beard comnients
like learning takes place in classroom discrssions,”
e Flearn more hrouglr classroom discussion than
Srontlectures, ™ and real learuing lakes place in the
pativ area becartse somebody is aliways experiencing
somerhing that yoir want to experience. so they tell vou
abont it s intoresting and they want o sheare it with
you. Other stuclents said learning occrrved at home,
troneh titoring and aith “fricvds who krow a little
maore than you, " as well as evenyubere.” A wbite sin-
dent expilained the kind of learning that takes place at
the college s picnic tables: “Like when you re studying
Jor air exam and you doi't think you iniderstand and
you explain it o cotber steident, and all of the sid-
den. click, you understand. That's when vou really
know you understand and you can do it 01992, p. 300,

In their study of “Involving Colleges.” Kuh., Schuh, and Whitt
indicated that "most students pereeive in-cliss and out-of-
class experiences to be scamless, That is. whan is learned
during college [at these involving institutions| is not casily
partitioned into courses, friendships, organizations, libeary
work, laboratory assignments, recreational activities, and so
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on. Classrooms, laboratories, student living environments,
and work scettings all can provide powerful learning oppor-
tunities™ (1991, p. 185,

It appears that students do not naturally separate social
processes, cognitive processes, and learning. Instead, these
elements have been separated by those who have studied
them and those who have attempted to teach students by
only focusing on cognitive processes. As higher-cducation
professionils. we need 1o put into practice the fact that
learning is, in part, a social process.

Cognitive and Emotional Processes

Issues related o affect and emotion were among the first
clements to be carved away from o holistic view of human
beings and their development. These internal states were
essentially invisible to the eve and. therefore, perecived as
unknowuable, Eliminating a recognition of the role of emo-
tion in learning had an inevitable impact on the learning
process, In an cight-vear study of American s¢hools,
Goodlad found, among other problems. a disturbing Lick of
positive emotions in the clissroom (19840,

Given that emotions were first out, perhaps it is not sur-
prising that they are last in. As behaviorism—the school of
psychology focused only on observable behaviors—wined
in the 1900s, researchers began to Tocus on the internal
processes of cognition—how the mind registered and stored
information. At the same time, however, emotions still were
off=limits (Goleman 1993). It has only been during the last
several decades that the study of emotion's inHuence on
leaming and development has been integrated with work on
cognition and social processes. This came after many unsuc-
cesstul vears of trying 1o study emotions through physialogi-
cal measurement. Hastorf and lsen €1982) highlight the
difficulty of dealing with atfect and cognitive development.

The question of affect .. . beas not receired mech atfon-
tion in braditional cognitive psyehology. o Affect is
trectted as o thing apart. o sepcrale force., a spoiler, 1o
othereise lawful cognitive relationsbips. ... 1t Ders pro-
moled corolfary ricwes that usuclly coghition Is nnaf-
Jocted by affect aned notivation. that ondy strong Caned
Jevhaps negativel emotions infliuciuce cogiition. cand
that sonnehowe this influcnce is to interfere with a more

.
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hasic and otherwise orderly process (1982, p. S).

Only when it was accepted that feeling states and thinking
states were virtually inseparable did research move away
from segregating affect or attempting to physically measure
emotions to concentrating instead on people’s cognitions,
perceptions of feelings. and mutual influence. "Cognitive
processes themselves are presumed to be complexly con-
structed and dependent on atfective. motivationals contextu-
al, and concurrent cognitive factors™ (Hastorf and Isen 1982,
p. 0). Goleman describes the interrelatedness of feelings and
intellect:

These two minds, the emotional andd the rational. oper-
ale b tight bernony for the most part. hitertiining
their very different ways of knowing to gride ns
throagh the world. Ordinaiily there is a balance
betueen emational and rational minds, with cmotion
Seoding buto and iuforining the operation of the ratio-
nal mind, and the rational mind refining and some-
times retoing the inpais of the emotions. ... hiwmdany or
mOst moments these adids are exguisitely coordineted:
Jeelings are essential to thonught, thonght (o fecling. . . .
Feclings are iudispensable jor rational decisions: they
point ws i the profier divection. where diy logic can
then e of hest vse (1995, pp. 9, 28),

Definitions of desirable cognitive outcomes of 4 college
ceducation often contain affective clements. In fuct. the
American Philesophical Association “evolved a consensual
description of critical thinking as purposcful, self-regulatory
judgment involving the possession and deplovment both of
cognitive abilities and affective dispositions™ (Ewell 1994,

P. ). One cannot cffectively judge o student’s abilite o
think critically: without considering affective factors,

When studying cognitive development and learning, it is
difficult 1o separate out the role affect plays because learn-
ing is facilitted or hampered by emotions, moods, and fecel-
ings (Bockaerts 1993). King and Baxter Magolda point out
that how individuals construct knowledge and their use of
knowledge is closely tied to their sense of self (1996, p.
160). In reterring to student learning Gamson indicated that,
“You have to get people to @ point where they can fecl it

Enbancing Stent Leariing

e
N



Then you have an opportunity for growth and development”
(1991, p. 44). Piaget viewed emotions as "the energetic
source on which the functioning of intelligence depends . ..
[and] insisted on a constant interaction and dialectic between
affectivity and intelligence (DeVries and Kohlberg 1987, p.
33). Piaget saw the affective and cognitive elements of
development as inseparable, that “feelings are structured
along with the structuring of knowledge™ (p. 33).

Sylvester points out that emotion is important in educa-
tion because it drives attention. which in turn drives learning
and memory (1994). Memories formed during a specific
emotional state tend to be easily recalled during a similar
emotional state Lter on (Thaver 1989). “Classroom simula-
tioms and role-playing activities enhance learning beciuse
they tie memories to the kinds of emotional contexts in
which they later will be used™ (Sylvester 1994, . 63). This
type of learning activity may be less usetul for traditional
testing in that the emotional context of a written exam dit-
fers from that of simulations and role plavs, but these activi-
ties may be more beneficial for real-life situations beyond
the classroom in which the students will find themselves.

Imations also atfect motivation 1o leam. Depressed mood
states often correlate with decreased motivation in the class-
room (Peterson and Seligman 198-4). “Students who are anx-
ious, angry. or depressed don't learn: people who are
caught in these staes do not take in information ctficiently
or deal with it well” (Goleman 1995, p. 78). Bless, Bohiner,
Schwarz, and Stack (1990 found that individuals in a good
moad are more likely 1o be persuaded in a fearning or dei-
sion-making situztion than those in a bad mood. Towever,
their findings also sugpested that the likelillood ol effortful,
analytic processing of information on the part of individuals
may decrease as mood states become more positive. That is,
the better ancdd happicer a person feels the less likely it is that
he or she will subject incoming information to critical analy-
sis and accept it on face value. The complex nature of these
findings—a good mood is bencficial o learning, but perhaps
it should not be oo good—has significant implications for
individuals trying to facilitate student learning. It warrants
the attention of classroom faculty and other educators,

A student's development cin be enhanced by actively
hiringing the dimensions of affect and cognition together.
Ellis, the originator ol Rational-Emotive Therapy, “believes
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that affect, behavior, and cognition interact with one another
in intricate ways; however, he accords cognition a particular-
ly influential position in these interactions and considers it a
more convenient point of intervention than the other
processes” (Barrow 1986, p. 13). Therefore, the intellectual
work that occurs in college is an ideal avenue for assisting
with students” affective development. Chickering and Reisser
concur: “Assignments that invite students to engage emotion-
ally as well as intellectually can assist them with the manage-
ment of emations, which must first be brought into
awareness before they can be given powerful expression”
(1993. p. G1). Page and Page discovered that goal-setting and
problem-solving developed students” self-esteem by enhane-
ing their pereeption of competence, another link between
cognitive processes and atfective development (1993).
There also is rescarch on the impact of emotional skills

and aptitudes on college outcomes. Goleman points out
~several studies in which emotional skills were better predic-
tors ol vurious measures of academic success than was 1Q
(1995). For example. in one study of -d-vear-olds. those who
were unable to delay gratification and control impulses in 2
simple experiment involving narshinallows had significanty
loawver SAT scores L years later than those who could wait
tor gratification. In the experiment ¢ach child received one
marshmallow: if she could wait 15 minutes hetore eating it
then she got two. The SATs showed a 210-point difference
from an average of 1052 for those who could not wait 10 an
average of 1202 tor those who could.

In another study. a student’s level of hope (that is, “he-
licving vou have both the will and the way to @ complish
vour goals”™ [Golemun 1993, p. 86]) was a better predictor of
first-semester grades than were SATs. Finallv, another study
discovered that first-vear students” scores on i test of opti-
mism (:he strong expectation that, generally, things will
turn out all right in life despite setbacks and frusieaions”
were better predictors of grades for the first vear than were
their SAT scores or their high-school grades [p. 88)).
Goleman concludes that given about the same range of
intetlectual abilities, emotional skills and propensities (such
as the ability to delay gratification, having hope. being opti-
mistic) muke the eritical difference. The good news is that
even in the face of clims that 1Q scores cannot be raised by
training, emotional abilities can. In turmn, emotional abilitics
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can enhance cognitive abilities and outcomes and academic
achicvement.

Research also supports the assumption that an emotion:al-
Iy positive classroom climate facilitates learning and there-
fore enhances students” academic achicvement (Li 1992:
Seiler 1989). Connell found that students in classrooms in
which they have a sense of belonging or relatedness vielded
higher scores on measures of pereeived academic control
€199, Swidents who were emotionally secure with class-
mates and Liculty were more likely to be active participants
in cluss and exerted more effort in their work, thus maintain-
ing and enhancing their academic achievement (Cabello and
Terrell 1994: Tinto and Goodsell 1993), For at-risk students
(students with lowered aspirations. low self-esteem, low
internal lacus of controt, negative attitudes wward school,
history of failure, fractured families. substance abuse). the
single most frequent perception is that their teachers do not
aitre about them, which in wrn serves to block their cogni-
tive and affective development (Ragan 19900,

Emotional and Social Processes

The importance of the connection and interplay between the
aftect and the socitl—and the difficulty in separating them-—
is represented in human-development rescarch by the lony
traclition of psvchosocial theories of development
(Chickering 1909: Chickering and Reisser 1993: Erikson

1939: Kegan 1982 Loevinger 1976). More recently. Gardner,
in his theory of multiple intelligences. includes interpersonal
intelligence (1993). A person with o high degree of interper-
sonal intelligence is better able to pereeive and respond
appropriately to the moads, desires, and motivations of oth-
er people. Salovay and Maver's model of Emotional
Intelligence includes twa social arcas—recognizing emotions
in others and managing relutionships (19900,

There is a clear recognition of the strong connection
between an individual's emotional and attective develop-
ment and the social contest, in that most emotions originate
in social events (Smith-Lovin 19891, Shoit (1979) described
cmotions as socially constructed and Smith-Lovin (1989)
indicated that teelings alwavs are interpreted ina social
milicu-—change the social milicu and most likely the feelings
will change. Students who feel the discombort associated
with the challenge of learming will interpret that discomfon
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differently depending whether they are within a supportive
social context, a competitive social context. or a context in
which they feel marginalized and unimportant.

An individual's affective development also influences
sociul understanding and interpersonal interactions. For
example. Sommers reported that “the importance attached o
heterosexual ties in young adulthood and the imense emo-
tions that accompany such relationships in their initial devel-
opment [may] interfere with the estblishment of intimacy”

(1982, p. 10). Students” processes of leirning to manage

their emotions will influence their willingness and ability to
interact sociatly in and out of the classroom (Chickering and
Reisser 1993).

The relationship between emotional states and social
performuance in the classroom is strong. In her study of
classroom participation, Fassinger discovered that “faculty’s
greatest impact on class participation stems from course
designs: for example, when professors create activities that
foster positive emotional climates, they are likely to cultivine
interactions. . . . A positive emotional climate cun enhance
the likelihood of cluass participation. particularly for fenmuales”
(1995, pp. 93-9-1). Positive emotional climates were those
characterized by students as supportive. where cooperation
wus the norm, and in which they could get to know other
stuclents and develop friendships. Fassinger also reports that
activities related to developing a student's self-confidence
(an affective state) will enhance their ability and willingness
to participate in cliss discussions and activities (sociul
Process).

Emutional, Social, and Cognitive Processes

While the bouncliries hetween any of these elements are
blurred. the mutually reinforcing and developmentally influ-
ential wure of affective, social, and cognitive elements is
clear, Pace concluded in his study of college student experi-
ences that “good things go together™ (1987 po 1), That s,
those who benefit most intellectually from the college expe-
rience also seem o benefit more in the affective- and social-
development domains, He also found that students who
devoted more time and energy to personal and social activi-
ties benefited more intellectually. Gardner pointed out that
“the creation of cooperative, supportive environments in
homes, schools, and communities has been shown to have a
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positive effect on students” social and psychological weli-
heing, which eventually leads to higher academic achreve-
ment” (1993, p. 244).

O'Keefe and Delia argue that the more cognitively com-
plex people are. the more likely they will holistically per-
ceive the situations and contexts in which they interact
(1982). Baxter Magolda lubeled the most advanced level of
cognitive development contextual knowing, which integrates
relational (social and affective) and impersonal (objective)
knowing (1993). Gouod things do go together.

King and Baxter Magolda specity the interrelatedness of
cognitive, social, and affective elements of development:

The qualities associated with a college-educated person
inclide more than the cognitive ability 1o engage in
criticed thinking: they also tnclude such cffective attrib-
niles as an eagerness (o continue 1o lear, an apprecia-
tion of the rvalue of working 1with diverse others wmi
problems of nintual interest, the will to take personal
responsibility for one's views and actions. caned the
desive to make a positive comtribntion. . . . for example,
cffective conflict mediation cair requitre not only a coii-
Plex indersteanding of the anderfying issues (cogiitive
comploxity ). but also the ability to open and contine
dialopic between disputing paities ( haterpersonal stills)
and ait nnderstanding of the linits of onie’s rofe (per-
sortat! preeterine ) C1996. pp. 163-61).

It also must be noted that negative or dysfunctional
clements within any of the three domains will negatively
influence the other two. Palmer indicates that fear of conflict
in weaching and learning leads both students and faculty
away from developing communities. thereby reducing inter-
personal interactions and intellectual development (1987),
Pasitive emotional climates enhance the sense of community
and also allow that community to work together toward
mutiitl understanding and enhanced leaming, As Palmer
SUBLCSLS:

Whet prevents fercativel conflict in onr classroonis is a
very simple emotion called feair IS fear of expositre.
of appearing ignorenid. or being ridicided. A the only
antidote to that fear is a bospitable cavinsnment creeited.
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Sor example, by a teacher who kiows bowe lo use erery
remark, no matter how mistcaken or seemingly stupid. 1o
upbuild both the individual and the group. .. Com-
munity is precisely that place where an arena for cre-
ative conflict is protected hy the compassionale fabric of
buman caring itseff (1987. p. 23).

Summary

Research is continuing to enhance our understinding of the
interrelationships and mutually reinforcing nature of the
intellectual. social. and emotional elements of student learn-
ing. What is most important is a recognition that they do
interact and influence one anather. Building on any single
clement has the potential to enhance the other two. On this
research base and with the recognition of the interrelated-
ness of the clements of student learning, professionals can
develop practices that incorporate cach of these elements.
To do so will move the college community toward @ more
closely integrated experience for students, one that affirms
their intuitive sense of connectedness of affective, social,
and cognitive processes. To disregard practices that incorpo-
rate cach of these elements will reinforce the fragmentation
among these clements and between students and faculy.
student affairs professionals. and the institution. Individual
practices and institutional strategies are explicated in the
Nexst two sections.
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THE LINKS AMONG INTELLECTUAL, SOCIAL,
AND EMOTIONAL ELEMENTS OF LEARNING:
INDIVIDUAL ISSUES

Expanding the Notion of Learning

Throughout much of the history of higher education. learn-
ing has been assumed to tike plice in the classroom, be
facilitated by faculy, and be focused on cognitive and intel-
leaual development. Recent rescarch is undermining these
assumptions (Astin 1993; Kuh, Schuh, and Whitt 1991;
Pascarclla and Terenzini 1991). At colleges in which active
involvement in and out of the clissroom is fostered, students
differentiate between in-class and out-of-cliss learning much
fess than assumed (Kuh ¢t al, 199D, At all instiwtions., pro-
fessionals and activities outside of the clssroom intluence
student learning more than supposed (Astin 1993: Pascarella
and Terenzini 1991).

Focusing soleh on cognitive or intelleciad development
and ignoring social and emotional influences on the leaming
process reduces the effectiveness of teaching, Fuiling to rec-
ognize the intellectual and cognitive aspects of emotional and
social issues allows teachable moments 1o piss unnoticed.
institutions and individuals must put inio pliace actions tha
correspond with the emerging assumptions regarding the
inerrelatedness of cognitive. emotiona], and social clements
of learning. Present cultural norms and practices must e
identified wnd, where appropriate. discarded. while new ones
must be nurtured. Policies and practices must be implement-
ed on our campuses that respond o what the rescarclh is

discovering. In this and the following section. individual and

instittional issues related 1o this expanded notion of learning
are discussed and implications and suggestions e presented.

Interacting dimensions
In designing the coneeptual framework for these sections.
we cane to recognize severdd interacting dimensions, These
included the mutually shaping issues of one’s personal phi-
fosophy and protessional practice. the continuum of action
fronmt individual practices to institutional inerventions, and
the separae spheres ol faculty, student adTairs professionals,
and the institution, We have auempted o incorporate cach
of these clements into the structure of the rest of this report,
In this section we Tocus on individual issues because we
believe that without individual transformation of philosophy
and practice, institutional policies and actions will be cmpry.,
misguided, and inceffective.

The components of this section—liberation theory, con-
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structivist pedagogy, critical cultural perspective, and collab-
orative learning—are philosophically based. In fact, each has
many philosophical similarities and all have implications for
practice. We have arranged them from most abstract 1o most
concrete. This section focuses on individuals and concludes
with implications for faculty and swudent affairs profession-
als. The next section focuses on institutional issues and
implications.

Individual Philosophy, Practice, and Transformation
Traditional pedagogies. especially the dominance of and
reliance upon lecture as the sole method of classroom instrue-
tion, cearly are under attack (Freire 1978: Giroux 1983;
Schniedewind and Davidson 1987: Shor 1992). In their place
have proliferated interrelated philosophies, pedagogics, and
practices such as liberation theory (Preire 1970 McLaren and
Leonard 1993: shor 1992), constructivist pedagogy (Brooks
and Brooks 1993), critical cultural perspective (Rhoads and
Black 1993), and colluborative leaming (Bruffee 1987, 1993:
Gabelnick et al. 1990; Goodsell et al. 1992). W have chosen
to focus on these practices because they challenge the tradi-
tional maodel of leaming and because they acknowledge,
address. and make use of social and emotional influences on
leirning. By changing the nature of authority in learning expe-
ricnees or by bringing the personal experiences of students to
bear on a topic, these practices hold tremendous potential for
reshaping individual practice aned, in wirn. higher cducation. In
the sections that follow we describe these practices and the
outcomes and propose strategices for implementation.

Liberation theory

First articulated by Paulo Freire in his 1970 hook Pedagogy
of the Oppressed, liberation theory has been adopted and
adapted by teachers at all levels of education in the United
States. Freire's work also has been referred to as empower-
ing cducation (Shor 1992) and critical pedagogy (Giroux
1988; McLaren 198)).

The work that led Freire 1o develop his theory involved
the literacy movement among peasants in Brazil, As a
teacher tying to transform people’s lives through educition.
he discovered that the educational system actuglly continued
the experience of oppression tor these people. Rather than
heing a vehicle for changing society. Freire identificd the

O



education system as one of the major instruments for th:
nuintenance of both the positive and negative aspects of the
culture. Therefore, a basic premise ot liberation theory is that
society's cultural system perpetuates power relationships and
holds people (and groups) in place like an invisible web.
The strength and pervasiveness of cultural systems have
been well-documented and. as explained carlier. a cultural
perspective can be used to better understand our system of
higher education. Freire argued that we must go beyond
understanding the culural system 1o transforming that system

S if we want ecducation o be truly liberning and empowering,

Freire’s most notable metaphor for traditional education is
the banking model of ¢ducation, in which students are
viewed s empty vessels and the role of educarors is 1o fill
them with knowledge as one would fill @ bank (1970). Freire
argued that the educational svstem must be transformed
through praxis. Praxis is “retlection and action upon the
world to transform it" (Freire 1970, p. 30). Praxis goes
bevond priuctice and action—wo words it its root—in that it
also requires critical reflection on practice and action. This
critical reflection is on the beliefs, assumptions, norms, and
practices that support and perpetuste the current cultural
svstem. These include the ordinary, everyday actions that
perpetuate the systems that separate the haves and have-nots
in our cducational system, such as w

1t hooks are chosen
for u course. who is called upon i class, with whom faculty
and student affiins professionads spend time, and whin topics
are included in class and out-of-class discussions,

Onc vlement of praxis is critical diadogue among mem-
hers of the system Cin this case, faculty, student affairs pro-
fessionals, and students). According to Freire. such a
dialogue involves a protound trust that hoth educitor and
stuclent are open to change. “From the outset, [the educa-
tor's] efforts must coincide with those of the students 10
engage in critical thinking and the quest tor mutual human-
ization, [The educatonrs] efforts must be imbued with the
profound trust in [people] and creative power. To achicve
this. [the educator] must be a partner of the studenis™ (p. 62),

As partners, educitors and students critically examine
their own existence, their roles in the education process, the
subject nutter, and the learning process. From a liberatory
perspective, reflective practice ceduces the stanis, power
differences, and hicrarchicat distance between professionals

By cbanging the
nature of au-
thority in learn-
ing experiences
or by bringing
the personal
experiences of
students to bear -
on a topic,

these practices
bold tremen-
dous potential
Jor reshaping
individual prac-
tice and, in o
turn, bigher
education.
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and stedents. The professional becomes w teacher student,
while the student becomes a siudent ieacher. Everyone
learns from evervone clse.

The uliimate goal of education from « liberation theory
perspective is the attainment of critical consciousness. One
who has attained an advanced level of critical conscious-
ness, to which Freire reters as eritical transitivity, thinks
holistically and critically. is personally empowered regarding
his or her own education. and is aware of the influence of
context and conditions on the leurning process. People who
operate from i critically transitive perspective recognize the
existence, location, and use of power in various sectors of
society: hive developed advanced levels of critical thinking
ability: recognize the influences of socializuion on them-
sehves and others: work to make conscious the process: and
tike part in and initiate social change projects (Shor 1993).

Using liberation theory as a basis for one's professional
practice is not the same as trving @ new strategy or tech-
nique. It requires a transformation of one’s view of the
teaching and learning process.

Transforming one’s professional practice to incorporate
the tenets of liberation theory necessarily incorporates the
social and alfective dimensions of learning into the educa-
tional process. The first two sets of values in a list of 11 Shor
cites which underlic empowering education—his werm tor
liberon education—are participatory and affective (1992,
Paticipation. parinership, dnd dialogue require that students
and educators ¢nter into o conscious relationship. complete
with mutual expectations and responsibilities. Students are
expected to take their own learning seriously and to con-
tribute to the education of others Gincluding the instructor).
This type of pedagogy is highly participative in that it is
through dinlogue upon which students come to reflect.
know., and build upon their own experience and knowledge.

Regarding emations, Shor compired the differences
hetween empowering education and traditional. teacher-
centered competitive pedagogy,

In traditional classrooms. negative eniotions are firo-
voked in stiedents . self-donlt, baostility, resentinent,
horedon. indignation, cynicism. disrespect, frustration.
the desive to escape. . Negatite feelings interfere with
fearning eoud feaed to strong andti-intellectualisne in

.
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cotintless stredlenis. .. D paarticipedon class iwchere
aunthority is nintieal. some of the positive affects which
support sticdentt learning iiclude cooperativeness. crrios-
ity, bumor, hope, responsibility. respect. attentiveness,
opelness, dird concern for socien (1992, pp. 23-2-0.

As pointed out carlier. Goleman presented powerful evi-
dence of the academic achievement and cognitive develop-
ment of students who exhibited high levels of hope.
optimism, and impulse control (1993), Allowing the tenets of
liberation theory 1o transform one's practice opens avenues
to more etfectively use the affective elements of leamning to
enhance holistic student learning.

This svnopsis of Freire's work only begins to touch on its
complexity. Additionully, Freire's work continues to be
debated as its application spreads into higher education. For
example, Manning cites the Christian overtones in the work
and suggests that a more appropriate erm for his work is

- liberation theology (199-0). In any case, liberation theory

with its focus on bringing students” emotional and social
expericnees 1o bear on the leaming process gives us power-
ful ideas for shaping our professional practice.

Constructivist pedagogy

Constructivist pedagogy entails nany of the same underlyving
assumptions as practice based upon liberation theory.
Constitictivisin defines hnowledye s temporary., develop-
mental. socially and culturatly: medisted. and thus nonobjec-
tive. Learning from this perspective is understood to be
self-regulated process of resolving inner cognitive conflicts
that often become apparent through concrete experience.
collaborative discourse. and reflection (Brooks and Brooks
1993). Note the similar emphasis o liberation theony on
discourse (dizlogue) and reflection (critical consciousness),
Constructivist pedagogy is dissimilar from liberation theory
in its lack of i conscious Tocus on social change and cultaral
transformation. It is more clearly focused on the practices of
teaching and the processes of learning,

Constructivist pedagogy celebrates the complexity of the
known world rather than scarching for wavs 1o reduce it 1o
simple units and producis, 1t is hased upon the premise thiat
educators “must provide a learming environment in which
students search for meaning. appreciate uncertainiy, and
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inquire responsibly” (Jackson 1993, p. v). Tt recognizes that
emphasis on pertormince and giving the right answers
results in little long-term recall. whereas a focus upon learn-
ing results in greater long-term understanding and ability to
use the concepts and information out of the classroom (Katz
1983). “The goals of constructivist pedagogy include helping
students to take responsibility for their own learning. to be
autonomous thinkers. 1o develop integrated understandings
of concepts. and to pose—and seek to answer—important
questions” (Brooks and Brooks 1993, p. 13,

Brooks and Brooks compare traditional classrooms and
constructivist classrooms on a varicty of dimensions.

TABLE 1
A LOOK AT SCHOOL ENVIRONMENTS

Traditional Classrooms

Curriculum is presented part o
whole, with enmiphasis on basic
skills.

Constructivist Classrooms

students prinvuily work in
ETOUpS,

strict adherence 1o fixed
curriculunt is highlv valued.

Pursuit of student guestions is
highlv vadued.

on texthooks i workbooks,

Curricular activities rely heavily

Curricular activities relv heawvily
upon prinmany sources of data
and manipulative nuterials.

Students are viewed as “blank
states” onto w hich information
i~ ctehed by the teacher,

students are viewed as thinkers
with emerging theories about
the world,

Teachers genendly belave ina
didactic manner, disseminating
infornuion 1o students.

Teachers generaliv behave inan
inteructive manner, mediating
the environment for students:

Teachers seck the correct
answer o validate student
lcarning,

Teachers seek the studens’
point of view in order to under-
stand students” present coneep-
tions for use in ~subsequent
lessons.

Assessment of student leaming
is viewed as separite from
teaching and oceurs almost
entirely through testing.

Assesstent of studdent learning
i~ intenvoven with eaching and
oceurs Uyough weacher
ohsenvations of students at work
and through student exhibitions
and porttolios,

Sudents prinerity work alone.

Students prioarilv work in
Lroups,

N
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Constructivism refocuses on the interactionist aspect of
Piaget's work that often is ignored by students of his
research on cognitive development, in that knowledge

comes neither from the focus of learning nor from the learn-

er but from the interaction and unity of the two (Piaget and
Inhelder 1971). Constructivist pedagogy requires a two-wiy
conversation between educator and students as well as
among students.

Emotional states wure recognized as a vital aspect of
enhancing learning through constructivist pedagogy. Piaget
identified interest as a vital affective state in the process of
knowledge construction among children (1969).

Without interest, the fstudent] would necer make the
constructive effort to nmake sense ol of experience (the
is. uo assimilation (o existing structires woitld occur).
Without interest in iehat is neie. the chiled wondd necer
muodify the instrinment of redsoning (that is. wottld
metke nwo acconnmodeation of existing stricctitres ),
Interest perform: a regulatory fitnction. freeing up or
stopping the investiment of energy in an object. person.
or event. Thus. methods aimed at promoting this con-
structive process must arouse the child s spontancons
interest (Devries and Kohlberg 1987, p. 25).

Educators who operate from a constructivist perspective
recognize the importance of interest. motivation, curiosity,
intrigue. and inspiration in the leaming process. They con-
sciously construct activities that address both cognitive as
well as affective states in students. This is accomplished in
part by connecting current lessons to students” previous
knowledge and personal experienee. They recognize that
motivation and interest also ofien are generited through
interaction with one's peers, thus linking the social and
affective process to enhance learning.

Constructivist cducators also experience the resistance
that countercultuel activities bring.

Schaools throughout Smevica are filled with students ...
whao bere been accrdtirated to devalie thinking. 1o feel
tneasy abortt in-depth analysis, audd to view anything

other than rapid coverage of the carricihinm as wasting
tinie, These students are frequently succeessful in school.

Enbancing Strent Leaninng
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They study. complete their assignments. pass their tests.,
cned receive gond grades. Yot these are not meaningful
victories. They are victories of form cver substance. of

superficiadity over engagement., of coverdage over depth

(Brooks and Brooks 1993, pp. 119-20),

Furthermore, students and weachers may think that this
process of gonstructing knowledge is aib well and good for
the humanities and social sciences but not for such hard
topics ax mathematics and the naturad sciences. However. at
the K-12 fevel, both the National Council for Teachers of
Mathematics and the National Science Teachers Association
have endorsed the underlving coneepts of constructivist ped-
agouy and have ecommended @ move away from a focus on
memorization and a quest tor right answers and toward the
processes used 1o obiain answers (Fosnot 1993).

Critical cultural perspective

In writing this report we have adopted o cultural perspective
to hielp us understand how we have reached this point in
history where students” lives and learning experiences have
become so tfragmented. Vhe imelieet has been divided away
from emotions and then further dichotomized from the
social lives and social development of students, This. in
turn, has contributed 1o the relative lack of effectiveness of
higher education in addressing issues of values and moral
and ethiical developmont.

Other dichotomies include the division of the classroom
and the nonclassroom experiences of students. Student
affairs professionals have ditde idea of what is going on
insicle the classrooms on their campuses and few faculy
understand or are awire of what is going on outside the
clssroom in their students” lives (Love et al. 19930 1 has
heen argued clsewhere that the path o holistic student
development is through the joining of Torees hetween facul-
tvoand student affizirs professionals and by actively bridging
the in-class and out-of-class experiences of students
(Haldridge 1981 Miller and Jones 1991) We do not sirgue
that these are inappropricte goals. we only suggest that they
are incomplete, They perpetuate the current cultural systems
and underlying assumptions that caused the dichotomization
in the fiest place—the fragmentition of the intellectual,
social, and affective experiences of students.
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Adopting a critical cultural perspective goes bevond a
cultural perspective in that the strength and embeddedness
of the current culture and subcultures are recognized
(Rhoads and Black 1995). This perspective requires that the
underlying assumptions of our current system of higher edu-
cution be identified. analyzed, and changed for effective and
lasting change to oceur regarding student learning and
development, A critical cultural perspective “focuses atien-
tion upon the role teachers might play in creating democrat-
ic classrooms in which students struggle to understand how
culture and social structure have shaped their lives ™ (Rhoads
“and Black 1995, p. «13). We not only must examine our
assumptions und values as educators and how we put them
into practice. but we must examine the assumptions and
values that support and perpetuate our current fragmented
educational svstem. Adopting a critical cultural perspective
also involves some ol the practices described in liberation
theory and constructivist pedagogy.

The power and pernvasiveness of the culture of higher
cducation is taken as i given by most who consider it
(Chaffee and Tierney 1988; Kub and Whitt 1988). Early
anempts at nanaging culture met with litde success (Chaffec
and Tierney 1988: Kuh and Whitt 1988: Schein 1983). mainky
beciuse the proponents attempted to manage cubture
through a rationalistic perspective (e.g.. Kilinann, Suxton,
and Serpa 1985 Wilkins and Patterson 1986). This treats
culture us a commodity that can be plantully and witlfully
shaped and molded. A

Some have given up trving to utilize a cultural perspective
in organizational transformation: however. others recognize
that managing culture is what all educators do (Aluanning
1993y and that effectively utilizing a cultucal perspective in
the translormation of higher-cducation organizations takes
persistence, leadership, risk-taking, and tenacity (Roucche
and Baker 19870 Schein 1985). Rhoads and Blick compare a
eritical cultural perspective to liberation theory in that they
see students, faculty, and student alfairs professionals engag-
ing “onc another in mutual dehate and discourse about
issues of justice. freedom. and equality”™ (1995, p. 118).

Faculty and student aflairs professionals whao adopt liber-
wion theory as an aspect of their waching and professional
philosophy will be unable to avoid adopting @ critical cultur-
M perspective (Manning 199 0. They will be encouraged

Erthancing Student Learning
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through dialogue with other faculty. student affairs profes-
sionals, and their students to examine the norms, values,
expectations. and assumptions regarding their professional
practice and their role in the institution.

Adopting u critical cultural perspective includes develop
ing a recognition of how faculty and student affairs profes-
sionals “play a role in the way college and university
communities are structured” (Rhoads and Black 1995, p.
+18), especially in the way learning activities are structured.
For example, the field of student affuirs is involved in a dis-
cussion regarding its role in student learning, especially
through dissemination of 7he Student Learning hmperative
(American College Personnel Association 1994). As indicated
previously, despite claims that a purpose of student affairs is
to foster holistic student development (American Council on
Educarion 1937, 1949: National Association of Student
Personnel Administrators 1987), the field has, in tact, pre-
dominantly focused on issues of social and atfective
development.

Student affairs professionals are critically examining the
role they have played in maintaining the fragmentation of
the intellectual, social, and emotional elements of learning.
This perspective also recognizes the role of the social setting
on individual learning and development. the need to reduce
power differentials throughout the learning process, and
using conflict to enhance learning (Goleman 1995) and as
an opportunity to transform the learming community
(Rhoads and Black 1995).

A critical cultural perspective must pervade all that is
done to facilitate an integrated notion of student learing,
For example, the culuaral ditferences between facuby and
student affairs professionals must be brought to @ conscious
level as part of the process of promoting faculty-student
alfairs learning-based interaction. A critical cultaral perspec-
tive is an clement of each of the strategices, models, and
implications presented in this report. Without a recognition
of and respect for the power of the cultures that exist within
the academy. efforts will be misguided and ineffective.

Another importian task is identifying the cultural baeriers
that exist within ourselves (our assumptions, expectations,
and beliets) and those that exist within the other subcultures
in higher education, For example, students may vesist having,
other professionads address intellectual issues because it is
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counter 1o the prevailing culture. They also may resist hav-
ing other students act in instructive ways, preferring instead
the expert instructor (Shor 1992). Faculty members iay tend
o stay within their disciplinary subceultures, and administra-
tors often feel tucky if they can leave their offices, Tet alone
their familiar assumptions, beliefs, and actions. Overcoming
this tendency 1o remain within one’s own culture will take
conscious action and persistence. It will take work 1o over-
come the fear associated with risk. and it will require much

_face-to-face interaction to develop trust. The subsections that
follow focus on the role of a critical cultural perspective in
shaping one of the most important cultures influencing swi-
dent learning—that of students,

Shaping student culture. Student culture must be shaped
1o enhance an emphasis on holistic learning. This is not to
imply we advocate some sort of Machiavellian attempt o
mold students and their culture into our vision of a pertect
holistic learning environment. Efforts to shape student cul-
re must begin with the recognition that on muny of our
campuses an anti-intellectual student culture exists that
aceepts and fosters the fragmentation of the intellectual,
emotional, and social elements of learning, The next step is
a desire to change this culture in partnersnip with students.

Student culture. the peer group, and peer interactions are
social elements that profoundly influence the intellectual
experiences of students. Enhancing the cducational climate
and promoting involvement (described in the next section)
both will influence and shape the student culture on cam-
pus. However, given what appears to be o long history of
anti-intellectualisny among, o majority of students (Horowitz
1987, other actions must be tiken 1o influence and shape
student culture to enhance the degree to which intellectual,
social. and emotional experiences are integrated.

The peer group long has been recognized as one of the
mast, if not the most, powedul influence in students” colle-
giate experience (Astin 1977, 1993 Newcomb 1943: New-
comb and Wilson 1900: Pascarclla and Terenzini 1991).
Studies have concluded that positive peer group interactions
contribute (o persistence and suceess in college. However,
shuping student culture is a significantly complex and chal-
lenging task aboat which much more neads to be known
(Kuh 1993). One result of the fragmentation of the student

Fuhancing Student Learning : 5.3
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fearning expetience is that much ol student socialization to
college has heen abdicted 10 the peer group. At large uni-
versities adults are virtually nonexistent in the lives of stu-
dents (Moftat 1989). Faculty, student afairs professionuls,
and administrators are distant characters in the drama of
students” collegiate expericnee.

Student culture needs to be shaped in ways that will
enhance intellectually oriented peer interactions, promote
academic-related activities (Kuh 1993), and encourage facul-
tr=student interaction (Astin 1993; Bowen 1977 Chickering
and Reisser 1993: Kuh 1995 Kuh. Schuh. and Whitt 1991:
Pascarella and Terenzini 1991). Kuh indicied that “given the
frequency with which students mentioned interactions with
peers as antecedents to their learning, more rescarch is
nevded on how 1o harness peer influence 1o turther the
cducational aims of the institution (for example, nunturing
student cultures that foster a high fevel of student involve-
ment in educationally powertul activities)” (1995, p. 1.
Higher-education prolessionals need 1o Aind ways o shape
and use this power 1o enhance the mission of higher educa-
tion—the holistic development of students. Hligher-education
professionals must become o more direct intluence in the
lives of students. Only by direct influence will we be able to
enter into partnerships with students and counter some of
the values and assumptions in the dominant peer Lruup that
are contrary to the mission of the institution.

Kuh indicated that = key step in enhancing student
learning outside the classroom is determining if the institu-
ton's cthas values holistic approaches to learning and stu-
dent participation in all aspects ol institutional life” (1995,

P 1503 Institwtions must be committed to making sure this
cthos incorporates the student culture as well. Given that
student culture is developed and spread through peer inter-
action one strategy for institutions is to make: use of the
power of the peer group by developing alternative inteliee-
tual-hased pecr group programs. These include ideis such
as peer-led supplemental instruction programs (Lundeberg
and Moch 1995) and freshman interest groups (Goodsell
1992). which are smull groups of first-vear stuedents Gilsout
20) who share several classes,

Faculty influence on shaping student culture, One of
the concerns regarding expericnces that integrate intellectu-
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al. social, and emaotional elements of learning is that faculty
tend not 10 have enough contact with students out of class.
At larger institutions, they often do not have much contact
with students in class, either. However, fwculiy can make use
of the power of the peer group through actions in the class-
room, thereby helping to help enhance student culture on
campus in and out of class. Unfortunately. the classroom
remains a significant, though often disconnected. place in
students™ lives (Moffan 19890, Faculty need to recognize their
ability 10 connect what students learn in the classroom with
their experiences hevond the classroom. Alternative pedago-
gies (such as liberatdon theory and constructivist pedagogy)
encourage this tvpe of connection, for example. by trying to
use student experience as a starting point for learning.

Another way faculty can influence stwdent culture is to
identify and bring to conscious level the tacit understandings
of student culture and waork to change some of the question-
able cultural clements surrounding academic work (Love
1990). For example, cultural norms have focused almost
solely upon individual work and competition. This can be
distupted in many wavs by faculty but must be done con-
sciously, because students have had many vears in which
these norms have been so ingrained that o deviate from
them feels like cheating, Peer feedback on writing assign-
ments is one example in which students may think that get-
ting help means that it is not their work. Faculty need o
identify the practices in their classroom that perpetuate these
norms, assumptions. and vilues. Many of the practices in
alternative pedagogies seem countercultural to both instruc-
tors and students, These include expecting student participa-
tion and critical reflection, utilizing peer leaders in class,
assigning group projects, and developing in-class leiaming
communitics,

If the barriers hetween faculty and student are to be
bridged outside the clussroom, they first must be Dridged
inside. This has both social and emotional clements,
socially, it establishes a relationship between the instructor
and the student, which can enhance an experience of con-
nected knowing on the part of the student (Belenky et al.
1980). Emotionally. it gives un instructor knowledge of the
wide variety of stresses and emotionally charged experi-
ences students carry with them. Only by focusing on the
individual student is it possible for faculty o @ap into how

Faculty need to
recognize their
ability to con-
nect what stu-
dents learn in
the classroom
with their ex-
periences be-
yond the
classroom.
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the norms and volues of the student culture related 1o learn-
ing are being enacted in and out of the classroom. By focus-
ing on the individual student. faculty are stepping into a
void that often is entered only by other students. Making
connections with individual students provides alternative
options to the environmental pressures they are experience-
ing in an often-anti-intellectual peer climate.

Student affairs professionals’ influence on shaping
student culture. Given their wider variety of organizational
tasks. often-closer physical proximity 10 and extended con-
tact with students. student affairs professionals have many
different opportunities and a wider variety of interventions
thun faculty when it comes to using the power of the peer
group to enhance holistic student learning. Some of the
ways in which individual student affairs professionals can
shape student culture are similur 1o those for Faculty—Dby
focusing on the individual student, encouraging contact with
faculty, and intending to be an intellectual presence in stu-
dents” Tives, One example of this is by promoting academi-
cally related activities. Acadenicaily related activities are
class-related activities that ke place outside of cliuss—
applying clussroom knowledge to other experiences. inde-
pendent rescarch projects, and attending academic symposia
and programs. for example (Kuh 1995).

Student aftuirs professionals. througlt their roles as man-
agers, supervisors, advisors, and counselors, often already
are social and emotional presences in students” lives. By
bringing intellectual elements 1o their work, student affairs
professionals can role-maodel for students a more holistic
profussional presence. Student affairs professionals also must
go hevond promating academically velated activities to par-
ticipating in them. Promotion without participation can be
viewed as lip service. Going and becoming actively involved
teo-facilituting chisses and seminars, for exampled sends a
much clearer message,

Other ways in which student affairs can influence student
culture are through the organizational activities of adimis-
stons, new student orentadon, academic advising. leader-
ship taining, and career planning and placement. Student
affairs professionals must come 1o know the cularal values,
beliefs. and assumptions they hold that relate to holistic
student learning. creite opportunitics for wider expression
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amonyg students and their groups of values refated to the
intellectual nature of students” experience. consciously
“design interventions . . . that symbolize desired behavior
and institutional values™ (Manning 1993), assess changes,
and persist in efforts 1o influence student culture.

Coliaborative learning

Collaborative learming® is 4 broad term for a variety of edu-
cational strategies that encourage students and educators 16
work together actively, sharing the responsibilities of teach-

“ing and leaming. Instead of focusing on the educator as the

sole authority. students play a significant role in integrating
the course information with their personal experiences,
thereby becoming the authoritics on how the course materi-
il relates 1o their present world. Colluborative learning ac-
tively incorporates social and affedtive dynamics between
students, and between students and faculty. to enhance in-
tellectual development and learning. As the name implies,
collaborative ledarning strategics often incorporate the use of
small groups of students working toward a common educa-
tional goal such as study groups preparing for an exam or
pairs of students giving each other feedback on their writing.

The prinvary aim of colluborative learning strategics is o
actively involve students in the learning process. They pay
attention o the clements of peer support and interaction.
Indeed, by acknowledging that students can learn trom one
another. collaborative learming strategies strive to harness the
potential influence of the peer group and. in turn, assist in
the shaping of student culture. In colluborative learning,
emphasis is placed as much on the experiences students
bring with them (the sociul context) as on the information -
disseminated in cluss (Johnson, Johnson, and Smith 1991;
Smith and MacGregor 1992y,

Collaborative learning promotes the idea that acquiring
and creating knowledge is an active social process students
need to practice, not a process in which students are specia-
tors sitting passively in o lecture hall (Brulfee 1984, 1993). In

*Although we refer to colluborative learning doughons this secuon. i
should be noted that coopertive learniog is o similar pedagogical praciee,
1t is bevond the scope of this report o clubas e on the sinilaetios and
dilferences between collaborative and coope dive fearning, Instead, we
refer these readers to Matthews, Cooper. Das idsons and Hiwhes €19930 for
1 discussion of these ideas

Exhancing Student Leariiig
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some ways collaborative learning is a practicad extension of
constructivist pedagogy in that it involves students construct-
ing information by taking rhe material from the professor
and critically examining it in light of their individual and
collective knowledge base. Students are expected to help
cach other. This gives the professor the freedom 1o adjust
his or her role 1o that of a task seuer, cassroom manager, or
synthesizer instead of expent. director. and producer (Weiner
19836). Colizborative learning differs from traditonul learning
strategics in that the ztter assumes one-way communication,
trom the professor to the student, whereas collaborative:
learning strategies recognize that studemts need to speak
about thedr own ideas 1oty them out, practice them, and
refine them: communication in colluborative settings
becomes two-way (Bouton and Garth 1983).

The result of such intellectual and social involvement on
the part of students is enhanced academic achievement
(Astin 1983: johinson et al, 1981 MacGregor 1991: Slavin
1989-901. Besides increases in achicvement and

“involvement. social henefits of the use of colliborive learn-

ing strategies include developing interpersonal-communica-
tions skills and promoting positive relations hetween people
of different ethnic backgrounds, while emotional henefits
include promoting student sell-esteem (Cuseo 1991: Ziegler
1981). Students report that they prefer collaborative tvpes of
instruction and gain greater motivivion and interest in edu-
cution in general (Cooper and Mueck 1990; Kohn 1980).
Rosen identified social, affective. and cognitive influences of
colluborative leaming (1992).

The influences on students” cognitive development include
increased long-term retention, development of higher-level
thinking skills. and the ability to cater to a varicty of fcarning
styles. The influences on students™ affective development
include increased feelings of success. enjoyment of the leamn-
ing process, and sell-esteem. Soctal benefits include learming
1o cooperate with peers and accept other points of view and
developing communication. negotiation, and leadership skills.

Collaborative learning strategices are examples of how
students” social and emotionatl needs and processes can be
used as catalysts for greater cognitive development. ‘These
strtegies make use of the influence of student peer groups
on individuals and do so within the context of an academic
program. Therefore, they may cnable students to satisfy their
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social needs and concerns while addressing their intellectual .
development. Rather than asking students o choose
between one or the other, collaborative learning strategies
seek to balance the intellectual, social, and emotional needs
of students. In doing so. they allow a synergy 10 develop
that can empower students 1o find that their whole college
experience is greater than the sum of its parts.

It should be noted that while collaborative leaming strate-

" gies have been shown o henefit alt students. students at
remedial levels of study show gains that are similar to or
better than students who do not take developmental level
courses (Tinto, Goodsell Love. and Russo 199:-1).,
Furthermore, colluborative learning strtiegies promote stu-
dent involvement and achievement in settings in which such
involvement is not casily attained. At commuter colleges and
universitics, students ind support among their leaning com-
munity peers that enables them o manage the many strug-
gles they fuce simply getting 1o college, while also enhancing
their involvement in the academic lite of the institution
(Russo 1995). As the numbers of students who commute 1o
college and who need developmental courses rise, institu-
tons must find ways to suppon their eftonts. Collaborative
tearning strategics can do much to enhance their intellectual
growth while mecting their social and emotional needs.

The benefits of collaborative learning for students have
been presented above, The beneits for Fculty members are
equally important. especiadly if it is hoped that the enhance-
ment of students™ intellectual development through social
and emotional processes will proliferate throughout higher
cdducation. Collaborative leaming strategies appeal 1o faculty
members who e secking ways to remove themselves from
center stage in the Classroom. Faculty who are dissatisficed
with traditional lecture and discussion methods or who have
experienced the synergy of collaborative learning for them-
selves may ook for opportunitices to try something new.
These faculty may be convineed of the benefit of these learn-
ing stritegies for students, but unless they are given institu-
tional support-in their efforts o change their teaching sivle
they may not persist, Faculty who are supported in their use
of collithorative or cooperative techniques report immense
gratification in being able to focus on new ways of weaching
and in sceeing their students respond. One faculty member at
Scatle Central Community College said:
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Meeting other faculty in a context of discussing tedch-
ing is exhilarating. I'm more enthused about tedching
than Fre been in years and it's all about rediscorering
myself as aleavner. .. . re learned again something
that t knew long ago as e nndergraducte: [ enjoy
leariing for its owen sake. It makes youe foel good and
alice. Working with other facully has been the key lo
this gueakening (Gabelnick, MacGregor, Manhews, and
Smith 1990, p. 82).

The importance of preparing for i collaborative classroom
assignment cannot be overemphasized. Preparation of a
well-designed assignment tikes time, as should the prepara-
ton of a well-delivered lecture. It requires a thorough
knowledge of one’s students (for assigning group members
or selecting the level of the task). knowledge of collabora-
tive and cooperative learning strategics so an etfective strate-
gy can be chosen, and knowledge of the topic. Since most
effective strategices result in a finished product other than
answers on an objective est, time must be spent reviewing
and evaluating students” work, It this type of time devoted
to improving the processes of teaching and learning is not
vitlued and rewarded by the institution. then it is unlikely
that taculty will continue to do it.

For professors to be rewarded, evaluation of their teach-
ing must reflect an understanding of what a successful col-
luborative learning classroom fooks and sounds like (Xeiner
1986). Judged according to traditional teaching criteria, col-
laborative classrooms may appear unruly, loud, and disorga-
nized. Evaluation needs to account for whether students’
tasks are well-structured by the protessor, students are shar-
ing tasks and information, and opportunities exist tor inte-
gration of material. to name a few examples.

The best resource about colliborative learning is Bruffee
(1993); two other sourcebooks that bring together much
usciul information on this tapic are Goadsell, Maher., Tinto,
smith, and MacGregor (1992) and Kadel and Keehner
1994, In addition. much has been written about active
learning, a term that includes virious classroom strategies
such as small group discussions, case study methods, role-
plaving methods, and writing in class, For more information
about strategies that can be employed in individual classes.
we recommend three comprehensive sources: Actire
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Learning: Creating Excitement in the Classroom (Bonwell
and Eison 1991), Teaching College Fresbren (Erickson and
Strommer 1991), and Promaoting Active Learning: Strategies
Jor the College Clessroont (Mevers and Jones 1993)

Implications
This scction presents generil implications of the coneepts
discussed as well as those specifically for faculty and student
affairs professionals. Perhaps the most significant implication
for individual faculty and student aftairs professionals is that
incorporating aspects of liberation theory, constructivist ped-
agogy. critical culwural perspectives, or colliborative learning
into their professional practice will, in most cases, result in a
personal transtornuton. :

Tt is important to recognize that as we attempt to change
the culture of the learning process. we as educators will
“change as well. To most effectively utilize the links among
the intellectual. social, and emotional elements of learning.
cducators will need to more holistically present themselves
to students. Student affairs professionals will need 1o exhibit
more effectively to students the intetlectual bases of their
work and show themselves to be concerned about the cog-
nitive clements of students’ experience. Faculty will need to
be seen as emotional and social heings, They must exhibit
the passion they feel for their work, describe their frustra-
tions and jovs of learning. and show students they care
about them and their learming, They must demonstrate the
link hetween their social skills and the intellectual process
through ditdlogue. mutually alfirming interactions, and u
recognition of student lifte hevond the chissroom,

General implications

As indicated above, for most faculty and student aftiirs pro-
fessionals adopting liberation theory. constructivist peca-
gogy, a critical cultural perspective, or collaborative learning
as i professional philosophy and steitegy is not merely
adding additional techniques 1o one's repenoire. 1t ofien
involves significant reflection, self-discovery, and transforma-
tion, For example. some of the actions? of adopting liber-
tion theory or constructivist pedagopy include:

some of the wleas and maieoad o dhis sectuon came from diseussions
wille Kathleen Manning, T anersite of Venmont
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1. Do “with” studens rather than doing “for” students

(Alanning 199-). Doing with students is at the hean of
reducing status and power differences in the weaching
lcarning relationship and creating partnerships with stu-
dents. It requires that an educitor see onesclf as a fellow
student (though not blind to one’s authority). open to
learning. open o the social influence of students and
their groups. and aware of the affective elements of learn-
ing. This requires entering into a dinlogue with students
in which @ trusting parinership as cqual participants is
established. It also involves tristing that students can
sueceed without overdirection by administrators and fac-
ulty.

Dismantle barriers to student learning. 1t is not absolutely
necessary that faculiy and student atfairs professionals be
doing more to enhance the teaching learning process. In
fact, there can be addition by subtraction, in that by dis-
mamding barriers to student success such as recognizing
and dealing with emotional impediments to learning. -
breaking down social barrers hetween and among
students, and challenging current student cultural norms
regarding the teaching learning process. fzeulty and stu-
dent aftairs professionals can enhance the effectiveness of
their teaching learning practices,

. Retlect on one’s own sociadization, Both faculty and

student aftairs professionals must reflect on their own cul-
tural norms. values. expectations. assumptions. and beliefs
and how they came o own then One can start this
process by retlecting on one’s own undergraduate experi-
ence (both in and out of the dassroom). the relationships
with people whao inffuenced ane's attitudes toward acade-
mics and learning, one’s graduate preparation, the social
influence of others (ellow students, family, faculty, and
student affairs professionals, for exampler. and the role of
affect and emaotion in their pursuit of their career.
Reflect on the practices that maintain the status and pow-
er differences between students and faculty and students
and administrators, then work to reduce them.
Professionals communicate expected differences in
power and status through a variety o means—titles.
dothes, demeanor, office - classtoom furniture arrange-
ment, interpersonal expectations, organizational hicrar-
chies, A theme for a number of the “involving colleges”
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(Kuh et al. 1991) was reduction or climination in the use
of titles (such as Professor, Mr., Ms., President, Dr) with-
out a reduction in mutual respect experienced by faculty.
staft, or students. Rhoads and Black argue for minimizing
organizational hierarchies to enhance the inclusiveness of
our educational organizations (1993). If educutors are
interested in creating democratic learning environments
and entering into a partnership with students in the learn-
ing process, then we need to explore the subtle and not
so subtle ways in which we hold students at a distance
through symbols of differential power and status.

Become culturally sensitive educators. One starts this
process by gdining culiural knowledge as a means to
critically reflect on one’s own current reality and social-
izion. It also involves encouraging students and col-
leagues to explore cultural and socicetit]l assumptions,
expectations, and context through dialogue and critically
reflecting on those assumptions and expectations. This
includes exploring cultural norms, assumptions, and
behaviors of individuals and groups (racial and ethnic
minority students, gay/lesbian/bisexual students, and
students with disabilities. for example) different from the
dominant cultural group in the institution—typically
white, heterosexual, without disabilities—and reflecting
on how these differing norms and expectations come into
play in the eaching: learning process (Rhoads and Black
1995).

Teach the art of praxis. The first step of teaching the an
of praxis is to ask students to reflect on their learing.
This is a precursor © any meta-analysis of thouglts ot
feelings and often is absent in traditional teaching situa-
tions. Additional elements of praxis exist in critical think-
ing skills, in the skills of emotional intelligence Gneluding
self-awareness, managing emotions, recognizing emotions
in others, handling relationships [Goleman 1993)). in
adopting a critical cultural perspective. and even in lead-
ership skills. These reflect higher order processes of
metacognition (thinking about our thinking) and its ¢mo-
tional equivilent of self-awareness (an awareness of our
feelings). Teaching the art of pruxis goes beyond these by
asking students 1o critically retlect on their often-subcon-
scious culwral beliets, behaviors, and assumptions and
act to transform their own world—something of a meta-

Eubhancing Student Leariing

P ()j



@@@@

acculturation (thinking about acculturation) combined
with action.

7. Recognize and deal with student distrust of changes.
Another important implication is that given the long histo-
ry of the culture of higher education and the norms, val-
ues, assumptions. expectations, and behaviors that have
been ingrained into students during their many yeurs in
this educational svstem, educators who begin the process
of transtorming their protessional practice can expect
significant resistance and distrust from their students.
Practices that are countercultural will be resisted because
of the tear they engender (Palmer 1990).

There are. of cotse, conflicts-tn empoicering
classrooms, chicfly among stidents with different vai-
wes aid needs, and betieeen stucdents and the teacber
in the negotiation of meaning and regieivemenis. In
adcdition, the panticipatory class can also proroke aiyi-
ety and defensiveniess in some students becanse it is . . .
wgfamiliar (Shor 1992, p. 25,

Students have internalized the cultural system (Freire 19700,
Transformation to an empowering, liberatory, or construc-
tivist educational practice requires trust, persistence, and
confidence in the ultimate outcome. Freire also argues that it
takes acts of profound love for those who benefit most from
the svstem to work to dismantle and transtorm it

Implications for faculty
The faculty facing the largest challenges and barriers to inte-
grating intellectual. social. and emotional clements of learn-
ing are those who work at large four-vear research
universities, duc to larger classes and more emphasis on
scholarship and research. When looking for strategies to
assist with integrating these elements we can turn 1o various
exemplars ol practice. These include involving colleges and
community colleges (Kuh et al. 1991, Although the histo-
rics. cultures. and structures of community colleges dilfer
radically from most four-vear institwtions, they still can be
the source of viluable infoonation.,

In 2 sense community colfeges amnot do what four-year
residential institutions do—that is, dichotomize students’
experiences as in-class and out-of-class. Unlike their residen-
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tial counterparts, community college students spend most of
their time on campus in the classroom. If integration is
going to happen. it most likely is going to happen there.
Roueche and Baker studied Miami-Dade Conumunity
College, an exemplary community college as determined by
a panel of national community college leaders and scholars
(1987). Their findings revealed that the excellent faculty at
Miami-Dade clearly integrated intellectual, social, and affec-
tive dimensions in their work. In fact, it was due in large

" measure to the fuct that they integrated these celements that
they were cited as excellent instructors. Rouceche and Baker
identified three major categories of instructional competen-
cies exhibited by excellent instructors it Miami-Dade: moti-
vational, interpersonal, and inteliectual. Respectively, these
represent the aftective, social, and cognitive clements of the
teaching/learning process.

These instructors paid attention to the affective dimension
of both student leaming and their teaching. As faculty. thev
had high expectations of themselves as well as their sto-
dents. They saw themselves as @ motivating force behind
students’ good performance. They manifested a powerfully
positive attitude which both challenged and inspired their
students to achieve. They acted with compassion. undei-
standing, a spirit of adventure. enthusiasm. and excitement
(Rouceche and Buker 1987). They also had high expectations
for their students and provided the appropriate support for
students to reach those expectations. Medley pointed out
that having high expectations of students results in higher
self-esteem and a higher self-concept concerning abiliy

C(1979). These excellent faculty sought to foster good atti-
tudes in students and recognized and aceepted that students
brought emotions and teelings into the classroom and o
their learing. Furthermore, because community colleges
frequently have a wealth of cultural diversity in their student
body, effective faculty encouraged students o bring their
cexperiences into the cliassroom and contribute their knowl-
edge o the topic. By doing this students not only became
involved in classes. but they did not have to struggle as
much with the clash of cultures that occurred between stu-
dents, their fnailies, and atendance at college (Rendon

1992). Excellent faculty utilized this additional information to

better serve those students. Roueche and Baker cite one
such professor: 1 never discourage students who want to

... [faculty]
baving bigh

expectations of
students

resulls in
bigber self-
esteem and a
bigber self-
concept con-
cerning ability.
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share personal feclings. This type of sharing often gives me
insight as 1o the best approach to helping that student suc-
ceed” (1987, p. 162).

These instructors knew that students needed o feel
accepted and cared about and they took a personal interest
in their students (Roueche and Roueche 1994). They were
committed 1o careful and distinet listening and attended to
the nonverbal cues that provided them insight about their
students. They actively sought personal informtion about
their students. 1o notice them and to establish themselves as
a presence in their stadents™ lives. The purpose ol this was
to let the students know that they cared about them. This
wits true even for those instructors who taught large lecture
classes (Roueche and Buaker 1987). '

Effective community college taculty also created o class-
room social clinte that was relaxed. comiortable. cheertul,
friendly. nonthremtening, and positive (Faston 1983),
Interpersonally, the Miami-Dade instructors had the ability 1o
nrintain an approving and mutuilly favorable relitionship
with students. They also facilitated these types of relation-
ships among students to create a suppaortive and nonthreat-
cning climate beneficial 1o student learning (Rouceche and
Baker 1987).

These Faeulty realized the interaction between the social
and alfective dimensions of the learning process,

A supportive climate freveits emaotional overfoad by
defining personad decorim. By sbaring personal fecl-
fngs. the teacher enconrages the stiecdent to open up.
When stidents do conlrvibute. thety infornation is prt
i the context of the lesson. The stitclent is thus shown
appreciation for bis involvement. and the exchange
madels for otber student that opinions. thenghts, feel-
fugs, et interests are accepted aoid respocted in the
classroom (Rouceche and Baker 1987, p. 158)

Lxcellent instructors also recognize what Murphy et al. dis-
covered—that satisfying human relationships are a necessary
but insufficient condition for student learning (1982). The
excellent faculty at Miami-Dide used emotions and inteeper-
sonal relationships 1o get a their teaching missions but rec-
ognized that they were not substitutes for the
teachingslearning process (Roueche and Baker 1987), The
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excellent faculty had etfective 1eaching strategies, including
well-organized courses, a tocus on developing higher order
thinking skills. relevant application of material. providing
continuous feedback. and using a variety of delivery styles.
They knew their subject matter, constantly integrated new
ideas. sought out new strategies, and took risks to improve
their curricula (Roueche and Baker 1987).

Excellent instructors had what Roueche and Baker termed
an integrated perception of their students (1987). This was a
holistic view both of their students and their subject matter.
“Students are seen as whole individuals operating in a
broader context beyond the classroom™ (p. 152). They saw
the students as more than just students and wanted them o
integrawe the muaterial with subject matter of other classes.

Focusing on all colleges and universities, Chickering and
Gamson outlined what they teund to be the Seven Practices
for Good Practice in Undergraduate Education (1987). These
include such actions as encouraging contacts between stu-
dents and faculty, respecting diverse talents and ways of
learning, using active learning techniques, emyphasizing time
on task, and developing reciprocity and cooperation among
students, Certainly, adopting those practices and those listed
previously go o long way towuard integrating cognitive.
social. and affective dimensions of student learning. Ad-
ditional strategies and implications include:

1. Assess social and emotional influences on the learn-
ing process and social and emotional outcomes of that
process, Just as an instructor is interested in what a student
knows about a particular topic before teaching it and then
again afterward to see what the student has leamned, assessing
potential social and emotional influences before and social
and emaotional outcomes afterward are important aspects
facilitating holistic student fearning. The use of structured
reflective journals allows faculty to be aware of the social and
emotional issues students are bringing with them into the
Classroom. Other ideas include structured and open-ended
questionnaires and self-reports, The use of such strategies
also encourages students o connect what they are learning to
their own experience. This may be casiest for most of the
humanities and social sciences. However: as Lundeberg and
Dicmert Moch (1995 and Bucerck (1983) discovered. it also is
possible with the nitural sciences and mathenuatics,

Enlancing Steeclent Lecarning



Faculty need to be interested and intentional about
wanting 1o discover the impact of emotions on their stu-
dents’ perforiance. Students’ negative reports regarding
group work could be due 1o underdeveloped social skills or
prior negative exp=riences with group work in class settings.
Effective use of these strategies must be accompaniced by
faculty learning more about the psychosocial develépment
of students.

2. Incorporate social and emotional elements in the
teaching process. Chickering and Reisser make the point
that intellectual activity is an effective avenue to incorporate
work on social and emotional development (1993). An
example is to have students include a section in their written
work (e.g.. research papers) on the impact of this learning
on them and how it relates to their lives. As indicated above,
faculty also should actively connect student experience to
course material and the process of learning, expect and
encourage questions and discussion. engage students in
dialogue—individually and in groups. and identify barriers
to learning (¢.g.. negative emotions and experiences and
inadequate interpersonal skills). Enhancing social and emo-
uonal skills in turn enhances cognitive development and
lcarning (Goleman 1993), Thercfore, it makes sense to
assess social and affective outcomes in course assignments
and the course itself. These outcomes include items such as
leadership skills, critical thinking. personal reflection. prob-
lem solving. teamwork, communication skills, and negotia-
tion skills.

3. Focus on the individual student. Large lecture courses
are an unpleasant reality of modern higher educiation. espe-
cially at large rescarch universities. That setting nutkes it
nearly impossible for faculty 1o focus on the individual stu-
dent. However, not all classes are large lecture classes.
Specific strategies to assist faculty in focusing on the individ-
ual student and to communiciate an openness to the social
and affective elements of their lives include the following:

B Learn students' names and something about them.
Isolation contributes to the development of groups with
strongly held values and attitudes. Communicative isolation
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is more influential than physical isolation in modifying
behavior (Newcomb and Wilson 1960). “Therefore, breaking
down the isolation between two groups or subcultures . . .
may modify attitudes and norms that. in turn, may change

~ the differences between the two groups™ (Love, Boschini,

Jacobs. Hardy. and Kuh 1993, p. 72). In this case the isola-
tion is between taculty and students. So, when faculty com-
municate with students and learn something about them it is
the first step in destroying the anonymity and isolation that
many stucents experience in their classes. In muany cases—
especially in larger lecture classes—this may take planning
and work. One method is to have students use simple name
tents made from index curds on their desks.

The results of a simply structured questionnaire distrib-
uted at the beginning of class can add texture to the two-
dimensional faces that stare from the seats on the first day of
class, Why are thev there? What experience do they have
with this subject? What do they expect to get out of the class,
other than a grade? Knowing something about one’s students
can further sensitize oneself 1o the influences of social devel-
opment and emaotional issues on their cliss performance.

8 Intend to become a presence in students’ lives.
Students may compluain about their anonymity or the fact that
their faculty do not know anything about them, but there
also is safety in mercly being a face in a crowd. Intentions
are a powerful first step o integrating social and atfective
clements into the classroom. Faculty should let students
know that they intend 1o get to know them, This needs to be
estublished at the beginning of the term. Othenwise, students
may be taken by surprise and resist, since faculty intending
to get to know students olten runs counter to the prevailing
culture. Students should know faculty expectations in this
arca—that they intend to integrate intellectual, social, and
affective elements of student experience.

Hl Encourage out-of-class student-faculty contact. Part of
the problem with encouraging out-of-class contact is that it
often is the maost successful and comfortable student who
takes instructors up on their invitation to talk outside of
class. Systematically nieeting with snall groups of students
o assess their experience can bring faculty into closer con-
tict with those anonymous students who often are in most
need of connecting with institutional age s CTinto 1993).

Enhancing Strudent Learning



4. Reflect on your relationship with students and on
the role social and emotional elements play in your
teaching. The following questions suggest topics for reflec-
tion and basic actions taculty cantake in this regard:

e How might you use office hours as an opportunity to talk
with students informally about their experience in college
as well as in the class, to get o know them as individuals,
and help them to connect course material to their life?

s How often do you eat in the student center or dining hall
or pasticipate in campus activities, so students see you
out of class and can approach you?

¢ How do you encourage students in your classes to get to
know cach other (by exchanging numes and phone num-
bers, for example) and work together? As simple as this
sounds. in large lecture classes students may never talk to
the people around them (Goodsell 1993), thus contribut-
ing to an impersonal classroom and campus atmosphere.

+ How often do you take your students out of the class-
room. such as to the library. a4 museum. a theatrical per-
formance on campus, or to hear a speaker?

¢ In what ways can you let students know how vou came to
pursue it career in your paticular discipline, the role oth-
crs played in the development of your career, and the role
of motivation and commitment in attaining your position?

The answers 1o these guestions can begin to peel away the

lavers of cultural assumptions and expectations that develop

throughout a career. Discomfort with these guestions is :in
indication of how closely we hold our cultural norms, yet this
discomfort must be faced dand overcome if real change is 10°
occur. To expand our notion of learning may challenge some
of our most valued beliefs, and that is what it may tuke to
make holistic student learning a priority in higher education.

Implicalions for student affalrs professionals
Although operating for the most part out of the classroom,
Manning argues that student affairs professionals should
adopt liberation theory as a professional philosophy:

Stident affeirs administrators, acting ds Suferrisors,
menagers. oo decision makers, maintain and recre-
ale institutional stracture. . .. ustitional ransforme -
tion begins with individual critical conscionsness.
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Through a critical perspective on the power imbalances
and inequilies of a particilar systen or institution,
people guestion and are empoweredd to change these
systems. Praxis, individual critical conscionsness, and
transforination can serve ds underlying asstonptions or
prentises of student affairs (1994, pp. 94-95).

Student alfairs professionals most important action is the
need to incorporate learning with their notions of social and
affective development. Among the strategies and actions
they can take are assessing intellectual and cognitive devel-
opment as part of out-of-cliss experiences. applying the
Seven Principles for Good Practice in Undergraduate
Education 1o aspects of their work, and being an intellectual
presence in the lives of their students.

1. Assess intellectual and cognitive development as part
of out-of-class experiences. Along with administrators :ind
faculty. student atfairs professionals are struggling to assess
student outcomes. Given the history and culture of the field,
the tendency will be to focus efforts on assessing social and
ciotional outcomes. To foster holistic studdent learning,
efforts must be expanded to include assessment of cognitive
outcomes as well. Rather than creating new assessiment ini-
tatives, student aftairs professionals might look to current
assessment efforts and expand them to include elenmients of
intellectual development. Examples of efforts include
quality-of-life surveys in residence halls, student develop-
ment transcripts, student satisfaction sunvevs, and evaluation
of service learning activitics.

2. Apply the Seven Principles of Good Practice in
Undergraduate Education (Chickering and Gamson 1987).
Blimling and Alschuler provide examples of how student
affairs professionals can apply the principles of good orac-
tice in their work with students (19961, They suggest that
student aftairs professionls can;

a. Encourage student-faculty contact through living learn-
ing centers, as advisors to student organizations, and include
faculty on student committees and other student groups,
such as intracsurals,

h. Encourage cooperation inong students through stu-
dent government, residence hall associations, student organi-

Enhancing Stident Learning
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zations, and the creation of democratic (Crookston 1974)
and just (Kohlberg 1973) communities.

¢. Encourage active learning through intramurals, outdoor
education programs, student union boards, leadership trtin-
ing, retreats, peer advisor training. and service learning.

d. Give prompt feedback through disciplinary counseling.
individual and group counseling, advising student organiza-
tions. and supervision of paraprofessionals.

e. Emphasize time on task through workshops on study
skills. test taking. time management, and cireer planning,

f. Communicate high expectations through departmental
publications, orientation and freshman seminars, leadership
training. and recognition and award ceremonies.

g Respect diverse talents through multicultural program-
ming. development and support tor special services and
organizations for underrepresented groups, and support for
pluralistic communities.

3. Be an intentional presence in students’ intellectual
lives. As Freire points out, evervday actions (and nonac-
tions) serve 1o perpetuate cultural systems (1970, Tt has
been recommended that student attairs professionais reflect
on and critically analvze how they are perpetuwating and how
they can help dismantle the current culture that encourages
the fragmentation of studenis™ learning experiences.
Quastions to help with this reflection are:

e How and when do you inquire about your students” stud-
ies und academic progress?

e How do vou formally and informally promaote good study
habits among vour students?

+ How do vou help students connect what they are learn-
ing in the classroom with their out-of-class experience?

¢ How do you encourage study groups. study time, or con-
front students who appear to be overy involved in social
activitios to the detriment of their stuclies?

¢ jlow do you know which students are succeeding acade-
mically and which students are struggling? What do vou
do?

¢ In what wavs do vou confront o promote the anti-intel-
lectual culture that penvades many institutions?
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It also is important to help students integrate social and

emotional elements into their academic experience:

¢ How do you gencrate positive emotions about learning,
studying, and academic pursuits?

+ How do you promote intetlectual and academic-baised
social interaction?

¢ How do you promote or diminish students” enthusiasm
about learning?”

As with the questions for Faculty, these questions may create
some discomfort among student attairs professionals. In
addition, many student affairs professionals, such as those in
registration, financial aid, or admissions, may believe these
questions do not apply to them. The discussion that such
unease may produce is sure to be important in the further-
ing of our understanding of the roles expected of student

- affairs professionals and the underdying beliefs of the profes-
s1on.

Summary

Practices that integrate intellectual, social, and emotional
clements of student learning cover a wide range of activities,
Both faculy and student atfairs professionals have roles o
play in the process of integration. These roles must be
plaved consciously and intentionally. A first step is retlecting
on one's own philosophy and integrating these clements in
our own minds as we tansform our practice. In the nexi
section we address institutional issues related o integrating
intellectal, social, and emotional clements of learning.

Enhericing Student Learning
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THE LINKS AMONG INTELLECTUAL, SOCIAL,
AND EMOTIONAL ELEMENTS OF LEARNING:
INSTITUTIONAL IMPLICATIONS

American higher education is under a great deal of strain.
External pressures and demands have intensified during the
last two decades. For example:

Financial pressures are increasing—federul money is
decreasing: state funds are diminishing: costs continue to
rise. putting pressure on tuition: and students increasingly
finance their education through loans.,

Accountability demands are increasing—parents and stu-
dents want to know what they are getting for their mon-
ey: states are demunding increased outcomes assessment:
states are hoosting pressure to increase faculty time in the
classroom: and the value of research is being questioned.

student pressures are increasing—greater numbers of under-
prepared students are beginning higher education; more
students must work longer hours to finance their educi-
tion: more students of various cultural backgrounds are
entering higher education: and more students with emo-
tional, learning, and physical disabilitics @re entering
higher education.

Faculty pressures are increasing——dennnds for rescearch and
productivity have remained constant while less rescarch
money is availuble and demands for increased weaching
loads have intensified.

These external demands and internal pressures cither have
been resisted or assimilated into the current structures of
academe. They also may be creating a contest in which
higher education has an opporurity to transform itself.

Self-Organizing Theory and the Current State of Flux
Von Bertalanfty described the conceyt of self-organizing
svstems as the process through whidl biological and social
svstems spontancously trinsform to n ore complex forms
when they no longer are able to inconorate the maltiple
and contradictory inputs from units both within and outside
the system (19691, The point at which the system no longer
can adjust within its current structure is @ bifurcation point.
Prior to the bifurcation point, chinge is incremental and
fairly predictable: there is o demand toutcomes assessiment)
and that demand is either resisted (we need o study the
process further” or “you don’t really understand the purpose
of higher education™) or addressed Cwe will institute post-
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graduate testing 1o assess learning™). At the hifurcation point,
however, change becomes transtormative and inherently
unpredictable. This process is not unlike the assimilation-
accommodition process in individual development. It
appears that higher education well may be reaching a hifur-
cation point—that point in time at which the current struc-
tures no longer can accommadate the contlicting and
contradictory demands that exist (Kennedy 1993). 1t is im-
possible to say whether this is actually the case because bi-
furcation points are only able o be identified retrospectively.

Given the accelerating demands on higher education in
this country and the changing sociopolitical context in
which it exists, higher education may have reached 2 point
at which planned. orderly change that maintiins current
structures and relationships becomes ncarly impossible.
More specifically to the point of this repon, we wonder
what it will take for colleges and universitics—and especial-
Iy large docoral and rescarch universities—to better utilize
the links among students” intellectual, social, and affective
processes to enhance holistic learning. We address that
question in this section.

In a time of great pressure—at a bifurcation point—sys-
tems enter o state of flux where boundaries are loosened,
structures are relaxed, and resistance is cased. 1t is a time of
great uncerrainty because old rules and norms no longer
apply. It also is a ume of great opportunity in which the
entire system is seeking a new, coherent, and more complex
structure through which to accommodae the pressures it is
experiencing. In this time. Ieadership and vision become
that much more vital. According to self-organizing theory,
social systems are unlike biological svstems in that they are
open o conscious, intentional hunvan action. Therefore,
outcomes of the transformation process may e un-
predictable, but they still are open to human influence.
Anather aspect of self-organizing change is that the seeds of
future states alreidy exist in the current context. Which
seeds may sprout is difficult to predict but also open to
potential influence.

One underlying assumption of this report is that calleges
and universities are struggling to find wavs to better meet the
cducational needs of their students. Another assumption is
that they are atempting to miake changes within the current
cultnad system that exists in higher education.
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Operationalizing this latter assumption may not be possible.
On a varicty of levels the culture of the academy will need o
be transformed. Tt is our assertion that to continue to
enhunce student learning in higher education, barriers and
resistance need to be overcome both at an individual and an
institutional level. If higher education is entering (or already
is in) a period of flux, then trunsformational and visionary
leadership can catalyze the changes that need to occur for
holistic student learning to become dominant within higher
education. It also is our argument that there exist within
higher-education practices that could become widespread. To
that end, in this scction we focus on the organizational and
institutional strategies and actions that could contribute to the
proliteration of an integrated notion ol student learning. This
section presents strategies drawn from o synthesis of the
research that has been conducted and the programs that have
been implemented o hest enhance the links among students”
intellectual, social. and emotionat development.,

In-class vs. out-of-class dichotomy

As presented carlier, the current paradigm that exists in the
literiture tand especially the student aftairs literature) en-
courages bridges to be built between faculty and student
aftairs professionals. between in-class and out-of-class ¢xpe-
riences, and between acidemic affairs and student alfairs.
That is. the dichotomy between students” in-class tintellectu-
al) and out-ol-class (social and affective) experiences and
promoting the link between them owside the classroom
represents a theme in the literature regarding facilitating
holistic learning (Miller and Jones 1981). For example, Smith
expressed concern that by maintaining a distinction between
classroom learning and life experience. colleges and univer-
sities are limiting the opportunities for students 1o become
truly engaged in their learning C1988), Actions addressing
this dichotomy will assist in the transformation of higher
education and should be cucouraged and rewarded. As
discussed cardier, we see this particular focus on bridging as
impaortant. but limited.

If higher-education personnel undergo personal transfor-
mations as described in the previous section and if the strate-
gics and actions that ure described helow are implemented.
the traditional tyvpes of bridges will be incorporated into the
overdll tansformation of student learning on campus. The

I
One underlying
assumption of
this report is
that colleges
and universi-
ties are strug-
gling to find
ways to better
meet the educa-
tional needs of

their students.
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imellectual, social, and emotional elements of leaming can
be integrated in and out of the classroom, Faculty can inte-
grate intellectual, social, and emotional elements in the class-
room. and student affairs professionals can do the same
outside the classroom. One advantage o a focus on integrat-
ed out-of-class lerning is the wide variety of feimning tha
can be facilitated by those who work with students outside
the classroom. As one chief student aftuirs officer indicated.
"Because we are not bound by the curriculum. student
alfairs personnel have a more diverse palate with which to
work than the faculty, who have o cover a panticular con-
tent. What we can do that nobody else can is build informal
oppaortunities for learning” (cited in Gamson 1991, p. 47).

Students” out-of=class lives contzin a rich array of experi-
enees that most clearly involve the social and aftective
dimensions of development. Out of class, students may
interact with a diverse group of peers and other institutional
agents (faculty, student affairs professionals, administrators):
join clubs, eams, and other organiztions, enter relation-
ships, seck counseling and advice, work. socialize, travel,
recreate, experience @ wide range of positive and negative
cmotions and manage them: atend programs, symposia, and
cultural events; and serve in leadership and paraprofessional
positions. In addition. there are i host of out-of-class prac-
tices that potentially could integrate social, aftective. and
copnitive aspects of leaming. These include living-learning
centers, faculty-student out-of-class interaction, faculty-in-
residence progrims. new student orientation. leadership
training and experience. learning assistance programs, ser-
vice learning. the campus judicial-discipline process. and
academic advising,

The past several decades have seen a drantic increase in
the recognition of the influence of the out-of-class experi-
cnces on students’ persistenee, success, satisfaction, and
learning (Astin 1977, 1994 Bover 1987 Chickering 1969:
Chickering and Reisser 19930 Miller and Jones 1981} How-
cver, Kuh noted that students more frequently associated the
intellectual and cognitive tasks of knowledge acquisition and
academic-skills development with their experiences in the
classroom, lahoratory, and studios than they did with out-of-
cluss experiences (1993h), For a more in-depth exploration
of out-of-class fcarning we recommend Stiedent Learning
Outside the Classroont: Transcending Artificial Boundaries

8
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by Kuh, Douglas, Lund. and Ramin-Gyurnek. (1994). In this
section we highlight the aspects of the research and hitera-
ture that incorporate the relationships among intellectual.
social, and emotional elements of learning and transcend
traditional emphases on bridging in-class and out-of-class
experiences. lmplications for institutions moving toward
developing an ethos of holistic learning include providing
visionury, persistent, and pervasive leadership. promoting
student involvement in their learning. devetoping learning

“communities. enhancing the educational climate of

residence halls, and intentionally influencing the socializa-
tion of faculty and student affiirs professionals.

Provide Visionary, Persistent, and Pervasive Leadership
That institutions of higher education are resistant to the
types of changes necded 1o more effectively address student
learning from a haolistic perspective comes as no surprise to
anvone who has worked in an institution of higher educa-
tion. Many reform and transformation etforts have tailed
(Grant and Riesman 19781, Others initially have succeeded
only to revert to more familiar forms. Of those that have
suceceded and endured. one common element has been
visionary. persistent, and pervasive leadership (Kuh 19930

Roueche and Baker 1987 Schein 1983), Overcoming resis-

tance and creating new cultural forms first requires a vision
of that possible fuare stite, Part of stating a vision must be
the bringing to a conscious level the underlying, culture that
needs to change—a description of the outmeaded assump-
tions. heliets, values, and expectations. This becomes possi-
ble in times of cultural flux. which tagher education may be
experiencing now. For retform efforts to take hold, new
directions, assumptions, beliefs. values, and expectations
must be offered in plice of the old.

Persistent feadership is required for several reasons.
Foremaost is that cultures themselves are quite persistent
(Rul 19934: Schein 1985) Actions and behaviors may
change, programs may be implemented, or institutional
structures nuty be reorganized, and in the short run it may
appear that change is occurring, However. without address-
ing and changing the underlying belief systems that support-
ed previous structures, the new wir of doing things
eventuatlly will come to look and feel like the old way.
Culture change requires that energy continually be inlused

Enbancing Stiedewt Learning
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into the organizational system to maintain the changes being
attempted. This is how external pressures are facilitators of
change. By keeping constant pressure on a situation, energy
remains {ocused in that area. Leaders can help focus the
external pressures on the cultural change strategies.

Pervasive leadership implies both that the leadership of
the institution must be seen as pervading the institution and
that multiple feaders (hoth formal and informal) supporting
and pushing the transformation must come from all seg-
ments and from throughout the hierarchy of the institution.
Gone are the days of the all-powerful college president who
could autocratically restructure an institution. Trans-
formational change requires cultural leaders at most levels of
the institution and in all sectors (academics, student affairs,
students, alumni, administrzdion). "This also requires
nctworks of communication and community among, those
pushing for change. One step in Total Quality Management's
strategy for improving organizational processes is to bring
people together in cross-functional eams—people from
various areas of the organization, all of whom have some
relationship to the process in question. An analog to this
process could he created among people leading cffonts 1o
integrate the clements of student learning.

Promote Involvement
student involvement has heen atopic of focus for more than
i decade (Astin 1984, 1985 Oryv and Braskamp 1988 Smith
1988: The study Group 198:4). Kuh et al. conducted a study
ol T4 institutions noted for involving students in their educa-
tion outside the classroom iand recognizing the influence of
out-of-cliass involvement on student learming (1991 Their
work has provided o rich—and often cited—Dbaody of data.
The involving colleges studicd by Kuh et all are most noted
for their attention 1o the connections between the academic
and social experiences of students. They found that by crem-
ing connections between the intellectual and the social and
encouraging students to do the samwe, these institutions
avoid putting students in the position of having to choose
one over the other, Instead, students' academic and sociad—
and emotional—cexperiences can be mutually reinforcing.
Miuni University (Ohio) is one such institution swhich
nakes its commitment to integrating, in-class and out-of-Class
learning expericnees explicit:

80
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From its inception. Miaini's mission emiphetsized stie-
dent learning from out-of-class experiences. The first
president of the unicersity stated in wnequivocal terms
the importance of the total learning experience and the
need for students to becone inrofved in teaching other
students. ... I the words of one Miami student,
“Stuclent activitios encourage us to use what we learn
in class—to integrate what's in cless with real experi-
ence” (Kuh et al. 1991, p. 33).

Kuh (1993b) reports on 14 types of outcomes mentioned by
the students in the study, and in cach area there was evidence

of

positive cffects related to high levels of involvement.

TABLE 2

TAXONOMY OF OUTCOMES REPORT BY SENIORS
IN INVOLVING COLLEGES

. Sclf-awareness

I | —

. Autonomy and scli-directedness

N

. Confidence and self-worth

. Altruism

. Reflective thoughit

. Social competence

. Practical competence

. Knowledge acquisition

o

. Academic skills

10, Application of xnowledge

1

1. Aesthetic appreciation

2. Nocational competence

13.5cnse of purpose

1. Other Gncludes such concepts as movement from

consernvative to liberal attitudes or vice versa, change in
physical features, growing apart from spouse)

These individual outcomes reflect inteflectual (knowledge:
acquisition, academic skills, application of knowledge), social
Gsocial competence), and affective (self-awareness, confidence
and self-worth, sense of purpose) elements, Kuh also nowed
thut the relationships among these outcomes were complex,
cumulitive. and mutually shaping which emphasizes the
important contribution of the parts (inteliecual, social, and
cmotional) o the development of a greater whole (199300,

Enbancing Stiudent Learning
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Methods to promote involvement include expanding the
number of leadership roles on campus, developing and
promaoting activities and positions of responsibility, creating
environments and sitvations in which all students have
opportunities to participate and contribute, actively recruit-
ing students into activities. fostering and rewarding student-
initizated opponunities. and providing formal and informal
awards for imvolvement (Kuh et al. 1991 A common ¢le-
ment o these strategies is o significant degree of intentional-
ity on the part of higher-education professionals o get
students involved. Strategies ¢can be carried out by faculty
and student affairs professionals. Both can recruit students
for leadership opportunities, activities. or honor socicties
and can nominate students for awards. And in no way is the
coneept of involvement restricted to cocurricubir activities,
The development of learning communities, for example.
tends to facus 'more on curricular involvement.

Develop Learning Communities
Faculty who weach using a collaborative learning philosophy
mav be creating learning communitics within their class-
rooms, However, learning communities tvpicadly are charace-
terized by groups of students who take two or more classes
together (Gabelnick et al. 1990). We fuither expand this
definition to include programs that incorporate learning
activities with living arrangements. most specifically exhibit-
ed in living-learning centers (Schroeder and Hurst 1990).
Professors who teach the linked courses of the more typical
academic lcarming community are expuected 1o integrate the
course content. niaterisls, and i possible the assignments, so
a broader understanding of cach course is possible.
Academice learning conmunities may consist of linked
patirs of classes, where the clisses are composed only of
students in the community, or they may consist of clusters of
courses linked by an integrating seminar. At some institu-
tions the integrating seminar is an orientation course G the
comnunity is composced of first-vear students): at other insti-
tutions the integrating seminar aiternately is led by profes-
sors and academic advisors, Some learning communitios are
wide-scile collaborative learning strutegios (sometimes
culled tederated learning communities or coordinated stud-
ies progrioms) that permeate the entire curriculum—harge
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groups of students register for a group of courses which are
team-taught by two or three professors.

The most highly integrated model of learning community
is the coordinated studies program (Gabelnick et al. 1990;
Russo 1993: Tinto. Russo; and Kadel 1994). Coordinated
studies programs (CSPs) typically are tcam-taught by two to
four professors and are composed of three or four courses
that relate in complementary ways to the CSP's central
themie, For examiple, one CSP at Seattle Ceniral Community
College is catled “Our Ways of Knowing: The African-
American Experience and Social Change™ and comprises
courses in sociology. ar. political science. und English.
Students and all the faculty members meet for 11 to 18 hours
cach week in blocks of four 1o six hours. Meeting for Large
blocks of time gives the professors exceptional flexibility in
scheduling and structuring tasks and assignments: Student

Cpresentations can be made. large group discussions can-be

held. movies can be viewed and discussed in one sitting,
groups ain be broken out for snuller seminar sections. ~The
key [characteristics ol CSPs) of cross-disciplinary topics,
team-teaching, continuous class meeting times, and regular
small group activitics creates a collaborative learming pro-
gram that provides students with a distinetly different learn-
ing expericnee” (Tinto. Russo. and Kadel 1994),

While the most widely known federated leaming conmu-
nity was established at the State University of New York
Stony Brook in 1977 (Romier 1983), a recent listing of estab-
lished learning communities numbers at least 140 at colleges
and universities throughout the United States { Leariing
Comnuinitios Directory 1993). This dous not include the frge
number of protessors at colleges and universities who are
using collaborative learning stritegies o develop leaming
communities in their individual classrooms, especially in writ-
ing courses (Bruffee 1987). The growth of learning communi-
ties retlects some progress in the movement toward
integrating intellectual. social, and affective clements of feam-
ing. However. it Edls far short of the recomuendations of the
Study Group on the Conditions of Excellence in American
Higher Education (198 ) that indicated faculty shoubd make
greater use of active modes of weaching and require that stu-
dents take greater responsibility for their learmning™ (. 270 and
reconmiended that “ecery institution ol higher education

Fahancing Strcent Learning
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should strive 10 create learning communities, organized
around specific intellectual themes or tasks™ (p. 33, emphasis
added).

Nevertheless, learning communities dare becoming institu-
tionalized at many colleges and universitics, and professtonal
networks to support their use and development have been
established. For example. The Washington Center for
Improving the Quality of Undergraduate Education is a
stiatewide consortium of 43 colleges and universities in
Washington State which focuses on educational restructuring
through learning communities, collaborative learning. faculty
development, and cultural pluralism. The CUE (Collaboraticn
in Undergraduate Education) Network is a subgroup of the
American Association for Higher Education (AAHE). Tt spon-
sors programs At the annual meeting of AAHE and at other
meetings to promote the use of collaborative learning strate-
gies and publishes various papers and newsletters.

A final implication of learning communities, especially the
highly thematically linked, team-taught strategies such as
federated learning communities and coordinated studies
programs. is that they spur students™ higher order thinking
skills (MacGregor 1991). Students in coordinated studies
programs at The Evergreen State College and at several com-
munity colleges in Washington “generally made significant
and unusual leaps in inteliectual development during their
learning community experience. Students . . . exited as carly
Aultiplists.” significanty more advanced than their coumer-
parts in control groups™ (MacGregor 1991, p. 7).

In the next sections. we examine freslunan interest
groups (classroom-based learning community) and living-
learning centers (residence-bused learning community). We
focus on these because of the many opportunities both offer
for cooperation and colliaboration among, faculty, student
atfairs professionals, and students.

Fresbmanu interest groups

Freshman interest groups, or FIGs, are groups ol 20 1o 25
stielents enrolled in two or three common courses
(Gabelnick, MacGregor, Matthews, and smith 1990; Goodsell
1993). The courses that make up a FIG are chosen to reflect
a general theme and frequently include some type of com-
position or writing course. For example, a FIG at the
University of Washington called =Speech and Drama” was
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composed of “Introduction to the Theater,” “Oral
Interpretation of Literature,” and *“Composition™; a FIG called
“The Ancient World™ was composed of “Survey of Ancient
Western Art,” “The Ancient World™ (an introductory history
course), and "Humanities Writing.” Not all of the courses are
composed solely of students in the FIG. One or two of the
courses may be large lecture courses in which the FIG stu-
dents make up a small portion of the class. Tvpically. how-
ever, the FIG students meet in their own section of a
composition course. This especially helps to break down the
anonymity that is prevalent in large lecture classes.
In addition to the three courses, the students meet once

a week in g separate seminar led by un upperclass peer
advisor. In these FIG seminars students may discuss the
subject matter of one or more of the classes or university life
in general. Some FIG programs expect students to attend

~one social or cultural event together, such as seeing a play
on campus or going as a group to 3 museum. The peer

- advisors are supervised weekly by an administrator who
may be an academic advisor, an assistant demn of a coliege.
or some related person. Because much of the social net-
working between students happens on their own or through
the encouragement of the peer advisor. faculty members
may be asked to do very little for the FIG. For this very rea-
son FIGs have been implemented at large universities where
the faculty culture tends 1o be quite resistant 1o change,
where faculty reward systems are strongly focused on
rescarch and scholarship, and where large lecture dlasses are
the norm.

It bears repeating that one of the most beneficial aspets
of colluborative learning strategies for students is the oppor-
tunity to meet their social needs such as making friends,
learning their way around and fitting into a large campus.
and sharing coping strategies while at the same time focusing
on their intellectual development, One student in a freshman
interest group reported, "Once of the biggest reasons for join-
ing a FIG group was to meet people. The way the university
is sct up it is practically impossible 10 meet people unless you
subdivide it into smaller groups™ (Tinto and Goodsell 1993,
p. 15). Alihough the need to find one’s way around a campus
may be met during i student's first semester, other benefits of
social interaction continue into subsequent semesters, The
social network of peers that is estublished through learning
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communities allows other academic-support mechanisms to
operate. As implied above, the comfort that students report as
a result of knowing a core group of peers has implications
for counteracting the anonymity of large lecture classes.

Learning communities may or nuty not require students o
meet in study groups outside of class. but they provide peer
pressure 1o attend classes, as this student related: “The rea-
son why 1 go [to composition] usually is because that's a
smaller class: if you're missing, everyone knows you're
gone. And you kind of feel, that's the only cliss T really feel
obligated, like I have to be there every day, so T show up o
cach class™ (Tinto and Goodsell 1993, p. 19). Another stu-
dent talked about classes in general: *[A] nice thing about
FIGs is that since vou know evervone, they really encourage
you not to skip out, There's more encouriagement not to
miss classes. If vou go to your first class, then there's every-
one telling vou 1o go to vour second” (Tinto and Goodsell
1993, p. 19). Although these comments may not warm the
hearts of faculty inembers who hope that students will
attend their classes because of an overwhelming interest in
the subject matter, they do reinforce the importance of peer
dynamics in elasses and the need to shape them to the best
educational purposes possible.

The role of student affairs in classroom-based learning
communities, The implementation of classroom-based
learning communitics (freshman interest groups and coordi-
nated-stuclies programs, for example) involve many impor-
tant administrative tasks for which faculty members may be
unprepared or may be unwilling to address. Student affairs
professionals such as senior student affairs officers, the regis-
trar. academic advisors, and others can play instrumentl
roles in implementing these tvpes of leaming strategies,
senior student aftairs officers can initiate, or support the
initiation of, academic learning communities, depending
upon what units of the university report to them. As indicat-
cd above, committed leadership is one key 1o the successful
implementation of change in any college or university. By
cducating other student affairs professionals about learning
communitics and by supporting cffoits to estublish them,
senjor student affairs officers can have a significant influence
on the learning climate of an institution, Senjor student
attairs offtcers also can:
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B 1. Assign an individual to administer the learning
community praogram.

Many institutions that have some type of classroom-based
learning community also assign an individual to administer
the program. This person might operate out of the provost's
office or the dean of students” office or may be a professor
given release time to act as a faculry iellow. Often, he or she
is experienced both in academic ond student affairs. Such an
administrator's responsibilities typically include selecting
appropriate courses and times for the target population of
each community, ¢nsuring enrollment. providing faculty
and/or peer advisor training. and conducting evaluation of
the program.

B 2. Solicit input from academic advisors early in the

development of the program.

- Academic advisors are unsung heroes and heroines on
many campuses, and they play three major roles in the

- development and implementation of academic learning com-

munities, Academic advisors are in the best position to
know what courses should be grouped together to serve the
needs of students, and they know what courses students
typically take. This becomes essential when it is time to
register students in @ community. Registration is not the time
to find out that advisors will not advise students into « leam-
ing community composed of geology, music, and composi-
tion if a student has a weak placement score in science.
Advisors also are well-versed in the complex topic of pre-
requisite courses; learning communities that include prerey-
uisites to major course requirements may appead to students
more than those composed of electives.

Not only must academic advisors be involved in course
selection and community composition, they also play a vital
role in recruiting and registering students into learning com-
munities. For communities designed for first-year students,
for example, advisors may be the only protessional on cami-
pus whom students consult when selecting courses. As stu-
dents complete a semester and begin to network with their
peers and talk to faculty regarding course selection, leirning
communitics nity be recommended by these other people.
but first-year studepds usually rely on the recommendations
of advisors.

Academic advisors can be involved a third way, depend-

]
Not only must
academic
advisors be
involved in
course selec-
tion and com-
munity com-
position, they
also play a
vital role in
recruiting and
registering
Students into
learning
communities.
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ing upon the structure of the learning community. As
described previously, some commuunities contain an integrat-
ing seminar or orientation course. These may be taught by
faculty members or advisors or both, depending upon the
intent of the seminar. Even in freshman interest group meet-
ings led by peer advisors, professional academic advisors
often are invited to attend a session or two to discuss
choices of majors and future course registration or for career
exploration. Two of the benefits of academic advisors and
taculty members working together to teach seminars are a
sharing of information and skills and an appreciation for
cach other’s work. Advisors may become more knowledge-
able about a professor’s style or approach to teaching, and
professors may gain trust in being able (o refer to an advisor
a student in need of assistance,

W 3. Include the registrar in learning community
planning.

The registrar is another student atfuirs professional who is
important in the planning and development of learning com-
munitics. In addition to ensuring that courses are identified
appropriately in the schedule of courses (it they are restrict-
ed to a certain community, for example). the registrar can
devise ways 1o link courses so that students who ire sup-
posed to take sections together actually do so. The best-
integrated course assignments will come to naught it the
students do nat end up in the same classes, Given the
months of time in advance that schedules are planned, if this
seemingly simple aspect of learning community implementa-
tion waits until the last minute, the implementation itself will
not work,

B 4. Have student affairs professionals train peer
advisors.

Finally, ai institutions that seek to develop FIGs in par-
ticular, the training of upperclass peer advisors may be mod-
cled after training programs for residence hall advisors or
other types of peer educittors. Student altairs professionitls
work closely with students who are involved on campus and
therefore may be excellent resources for identitying students
who can hecome peer advisors. i addition, the coordinat-
ing administritor of a freshman interest group program
could work closely with the student-activities office or the
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student programming board so as to alert FIG peer advisors
of upcoming events that the FIGs might atend. In these
ways and others that emerge as learning communities grow.
student affairs professionals can contribute significantly to
the integrated learning environment that colluborative strate-
gies provide.

Living-learning centers
Another form of learning community, living-learning centers
are a step beyond tradlitional residence halls, in that faculty.

. offices, and classrooms are integrated into the residence unit

(Pascarella, Terenzini, and Blimling 1994). Living-learning
centers may not always meet the traditional definition of o
learning community in that students may not take classes
together. Instead. the linking that takes place is through the
social element of the living space. Siith and Raney, in The
North American Directory of Resideritial Colleges and Living
Ledarning Centers, identified 04 institutions that have such
programs and about half of them had developed their pro-
grams during the previous 10 vears (1993). Ryan identified
six emphases of typical living-learning center programs:
ethics, citizenship, community, instruction, cocurricular pro-
gramnting. and peer learning (1993). These particular
emphases reflect the intellectual, social, and emotional ele-
ments of student learning,

Living-learning centers have been shown to enhance stu-
dents” academic perfornmance through integration of intellec-
tual and social elements of learning (Pascarella and Terenzini
1980, 1981). This includes significantly greater infornul inter-
action with faculty and a stronger intellectual focus within
the living community. One e¢xceptional example of an inte-
grated living-learing program is that of the University at
Stony Brook (Stein 1993). This cumpus has five living-learn-
ing centers with the diverse themes of Human Sexual and
Gender Development. Science and Engineering, Intemational
Stuclies, Wellness, and Environmental Studies. Two new cen-
ters being developed are Health and Society und The Ans.

Stony Brook's department of residence programs also has
an Honors College and WISE, a residential program for
wonien in scichee and engineering. In addition to the typical
social and recreationmal amenities, cach of these residence
units has classrooms, faculty offices, study arcas, a multi-
media room, and a computer room. Each program is staffed

Enbeencing Stident Learning
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with a faculty director and a full-time residence hall director.
All provide special seminars, courses, and programs related
to the topic area and depending upon the program some
centers have academic minors available in the topic area,
topic-related internships, cultural activities, and integrated
cocurricular activities. During the 1994-95 academic year 51
credit-bearing courses were offered in the residence halls
involving 850 students uand generating almost 1,400 credit
hours. Many of the courses were cofacilitated by faculty and
student affairs professionals. This program represents a sig-
nificant commitment 1o linking faculty and swudent affairs
and bringing the classroom to the out-of-class world.

Multiple and overlapping learning communities

Earlier. we pointed out that by holding an imzage ol a single,
ideal college community we might be blinding ourselves to
the possibilities that exist tor creating multiple subcommuni-
tics on our campuses. The power of learning communities is
that they provide the time and the placels) for students,
faculty, and student affairs professionals to meet and devel-
op subcommunities that revolve around the subject matter of
the linked courses or bring an academic tocus to a living
environment.

FIGs usually do not require students to meet together
outside of class, but because students have the same sched-
ules and the same courses the likelihood that they will get
together is dramatically increased. The interdisciplinary
nature of most living-learning centers and freshnan interest
groups encourdges fiaculty members to communicate with
others outside of their academic department, and it gives
them a reason to do so. “Collaborative teaching is a depar-
ture from such truditional methods of faculty development
as sabhaticals and extra rescarch time, which . . . isolate
professors rather than bring them together to trade pedagog-
ical ideas”™ (Monaghan 1989, p. A13). Institutions that imple-
nierit learning communitics benefit in many wavs—they
allow subcommunities of students, faculty, and student
affairs professionals to form, which in turn provides peer
suppor for students and professional development for facul-
ty and student affairs professionals.

By providing opportunities for student, tuaculty, and stu-
dent affuirs subcommunities to form, institutions also create
the opportunity for change in those subcommunaities. Rather
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£ “than delegating the curricular change process to @ commitiee
and expecting a stundurdized answer to apply to the entire
institution, institutions would do well 1o turn over the
process to small groups of students and faculty who can
create collaborative structures to fit their particular purposes.
whether it is meeting the needs of first-year students, com-
muters. students mking developmental level courses, or
honors students.

We need to give serions attention to the argianent thal
the attaiimmoent of the gocls of enbanced stivdent
involvement and achicvement is possible only when
fmstindtions alter the settings i achich stuclents are
asked 1o learn. Ratber than fociis on studeint bebariors
and student obligations calone. we shonld miore core-
Judly consider the character of onr vwn obligations to
construct the sorts of educational settings in which
students—all students, not just some— il want to
become inroleed (Tinto et al, 1993, p. 21D,

Providing the structure and the space for multiple, overlap-
ping leaming communitics is an important way for institu-
tions to allow for the creation of multiple. interdisciplinan
subcommunities, Another important institutional considera-
tion are the fuculty reward and support systems. To encour-
age proliferation of learning communities as well as en-
courage the use of alternative pedagogies and collaborative
learning strategies, institutions must restructure the faculiv-
reward structure—and their associated dssessment systems—
to support collaborative and cross-disciplinary work.

Enhance the Educational Climate of Residence Halls
As evidenced by the research on living-learning centers.
living in residence halls has been noted as having great
potentiad to enhance student learning and developmeni
(C.g.. Astin 1977, 1993: Chickering 1974), However. the
emphusis here is on the word “potential.” For while
Pascarella, ‘Terenzini. and Blimling found in their review of
the literature that living on campus, as opposed to commut-
ing. significantly cohanced student involvement, satisfuction,
and persistence o graduation, the evidence was less clear
on other aspects of learning and development (1994),

For example, Pascarella et al. fourd that the impact of
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residential living on personal growth and development, and
development related to values, attitudes, and moral judg-
ment was mixed, though still tended to be positive (1994).
Overll, Pascarclla and Terenzini found that living on cam-
pus “tends to promote somewhat grealer increases in per-
sonal autonomy and independence, intellectual disposition,
and the development of muture interpersonal relationships”
(1991, p. 262). In a meta-analysis of research that specifically
addressed the academic impact of living in residence halls,
however, Blimling (1989) found no advantage to living in
the residence halls for academic achievement and, in fact,
suggested that “the normative social milieu of residence
halls can at times provide greater opportunities for socializ-
ing than for studving™ (Pascarella et al., 1994, p. 30).

Pascarelli et al. identified what they called a “major
causal mechanism” related to enhanced outcomes for resi-
dence students. This was that living on campus enhanced
the amount of social interaction students had with faculty
and peers. “Place of residence exerted its major educational
impact by shaping the nature of student’s social/interperson-
al environment™ (1994, p. 28). Thus, when considering the
influence of living-learning centers and Blimling's findings
about traditional residence halls, the social nature of stu-
dents’ experience can vither enhance the intellectual
achievement of students or detract from it.

The implication is that conscious and deliberate actions
must be taken to integrate intellectual, social, and affective
clements of student learning in the residence halls. Chick-
ering and Reisser noted that staff members can maximize the
intellectual, social, and emational developniental influence
of residence-hall living by:

1. icorporating learning activities into living unils;
2. Adapting existing balls to allow a balaice of interdac-
ton aned privacy and o permit a more personatized
cnvironnient;

3. Eubancing commnity by huilding new units thet
are small enongly to allow maxinim pariicipeation bt
large enongh to alfow more experienced shitdents 1o
ncluct newer ones v the caltire: '

. tmprocing both the “fit” and the diversity by placing
students carefully: and

5. Using reeleations, policies, andd ball-mancgenment
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strategies as tools for fostering autonomy. interdepen-
dence. and integrity (1993, p. 402).

Certainly residence halls offer a wonderful potential oppor-
tunity to enhance out-of-class holistic learning, but today
relatively few students have the luxury of living on campus,
no less in a living-learning center. This is due, in part. to the
rising cost of college attendance and living on campus, the
increase in part-time students, and the increase in returning
adult students, many of whom prefer living arrangements
other than residence halls. What follows are additional meth-
ods and activities for enhancing holistic student learning.

Intentionally Influence Faculty and Student Affairs
Socialization

in addition 1o aligning and chunging organizational struc-
tures and forms. institutions must pay great attention to the
cultural socialization and orientation ol its members—specit-
icaliy faculty and student atfairs professionals. Faculty and
studlent affairs professionals arrive on campus with assump-
tions, heliefs, experiences, and expectations of each other
already in place. This culiural learning has taken place over
time as undergraduates and gracduate students and as profes-
stonals at other institutions.

Related to our arguments in the previous section—that for
holistic learning to be a focus in our institutions individuals
will need to change—we suggest that institutions ¢an influ-
ence that process through an intentional focus on faculty
and student affairs socialization, Three ways in which this
can be accomplished are implementing teaching assistant
triuining programs, incorporiting an emphasis on studear
learning in student affairs graduate preparation programs,
and implementing professional siff orientation and ongoing,
training.

1. Implement teaching assistant training programs.
Today's faculty have been socialized into the current cultural
system. Not only are they committed to the current expecta-
tions wnd reward systems, but to a large degree they have
selt-selected into an academic career because of the tasks
prinmarily associated with the job Gi.e.. research, seholarship,
and writing). A first step toward rranstorming faculty culwre
is to examine the entry point of the academic pipeline and
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influence. the types of individuals pursuing such a career
(Kennedy 1995: Tierney and Rhouds 199+4).

Merton has fabeled the part of the socialization process
that workers experience prior to entry into an organization
as anticipatory socialization (1963). One aspect of anticipato-
ry socialization is that prior to entry into an organization,
profession, or other cultural unit individuals determine
whether there is sufficient degree of fit between their values,
assumptions, and expectations and those they perecive as
important in the cultural unit (Van Maanen 1976, 1984). It
uscd to be that people chose 1o become college professors
because theyv wanted to teach ind conduct rescarch or other
scholarship. Today most people enter the profession—espe-
ciadly at research universitics—because their primary inter-
ests are to conduct research or pursue other schobarship
(Bowen and Schuster 19860, It they want to teach. it is of
secomdary importance and likely to diminish in importance
as they proceed through their culture of orientation—their
doctoral program {Van Maunen 1976, 1984).,

Theretore, doctoral programs must play a significant role
in clunging the current faculty culture. Recently, teiching
assistint, or TA. training programs have been developed and
are spreading (Lawrenz 1992; Nyquist 1989 Poole 19913, TA
training programs that focus on holistic student learning can
do a number of things. They can train potentiai faculty
members in the skills of teaching, breaking the evele of inet-
fective, didactic, lecture styvle teaching that many college
teachers use buecause it was what they were exposed (0 as
college students. TA training programs, by their very exis-
tenee. can put into action the importance of waching. Not
only will the importance of teaching be espoused, it will be
enacted, Tt is through these activities that culure can be
influenced.

We recommend that these programs be enhanced and
disseminated among all docoral and rescarch institutions.
Care needs to be taken in who is selected to facilitate these
programs in that training should go beyond traditional peda-
gogics and incorporate aspects of liberation and construc-
tivist pedagogics. These emergent teaching philosophics
have been shown to actively make use of the social and
diective dimensions of students’ experience in the class-
room. Additionally, if faculty adopt these aliernative pedago-
gies, they will need to be prepared 1o deal with student
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emotions in the classroom, especially negative and potential-
ly toxic emotions of anger, frustration, grief, hostility, sad-
ness, and depression. This is an issue about which didactic
lecturers rarely need to be concerned. TA training programs
should not train facully to be counselors but should include
practice in experiencing the discomfort of students express-
ing emotions, how to incorporate emotions into the learning
experience, training in active listening skills, and training in
referral skills and sources.

2. Review student affairs graduate preparation
programs. Student affairs preparation programs traditionally
have incorporated coursework focused on understanding

“and applying student development theory. Included in these

theories have been the work of cognitive development theo-
rists, especially Perry (1970), Belenky et al. (19806), King and

~ Kitchener (1994), and Baxter Magolda (1992). As indicated

previously. the studen affairs feld also is involved in a dis-
cussion about its role in student learning. This discussion, in
the form of journals, conferences. and Internet listservs, is
healthy and necessary. It also needs to incorporate consider-
ation of the role that graduate preparation programs play in
the perpetuation of the current cultural assumptions about
faculty (they we unconcerned about students and student

affairs professionals, they are stuck in the classroom, and

they only care about research and scholarship). about learn-

ing and development (the tendency to focus only on social

and affective dimensions), about where learning takes place

(academic learning takes place in the classroom; social and

affective development take place outside the classroom),

and about how the situation needs to be addressed (bring
faculty out of the classroom, bridge in- and out-of-class
experiences, and link academic and student affairs).

Specific recommendations for student affairs graduate
preparation programs to consider are;

4. Include liberation theory, constructivist pedagogy. wnd
collaborative learning in the curriculum. These concepts.
theories, and philosophics can be incorporated into intro-
ductory courses as well as into developmental and
administrative courses.

b. Teach trom a critical cultural perspective and encourage
students to focus these critical skills on their own devel-
opment and on the culture of the field of student affairs,

Enherncing Stucent Learning
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Teaching about the topics of liberation theory, construc-
tivist pedagogy. and cotlaborative learning are not
enough. Faculty in preparation progrums need to exhibit
these philosophies in their own practice. This includes
teaching from a critical cultural perspective and expecting
students to practice these skills as well.

¢. Incorporate learning theory into the curriculum. With the
focus on student learning in the field of student affairs.
additional resources on student learning are emerging
(King 1996; Stage 19906. for example) and can be incorpo-
rated into such courses as student development theory.

d. Incorporate the expectation of adopting a holistic learn-
ing perspective in internship and assistantship experi-
ences. Internship and assistantship experiences are where
emerging student atfairs professionals gain valuable expe-
rience and skills but also where the current culture of the
field is reinforced. These experiences can serve as the
laboratories in which graduate students can critically ana-
Ivze the culture of student affuirs departments and other
student affairs contexts: practice integrating intellectual,
social, and emotional elements of studdent fearming: and
dizcuss their experiences with other students and faculty,

3. Offer support and training for faculty and student
affairs. Time, support. and training are the most important
resources dan institution can provide to faculty and student
atfairs professionals who are altempting 10 enhance or irins-
form their philosophy of professional practice. Faculty need
to be supported by the institution in their use of collaborative
learning.

At some institutions this takes the torm of being given
release time during a semester previous to the implementa-
tion of collaborative learning so that comprehensive pln-
ning can occur, This is espectally crucial for faculty who wilj
he weam-teaching and need to coordinate their efforts with
others, but it also is true for individual faculty as well,
Support can be given in the form of faculty-development
seminars where faculty members cin meet to discuss issues
related to implementation. This can involve case studies,
trving out a strategy that kater will be used in a class, or
problem-solving about an ctual class. Some institutions pav
faculty a stipend for the extra time they will spend. Even at
institutions in which collaborative learning is firmly in place,
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faculty tend to rotate into and out of participation, especially
with those strategies that wre more intensive such as learning

~communities and coordinated studies programs.

We also recommend that four-year institutions adopt a
strategy similar to that of several community colleges which
require all new faculty to take a set number of clusses or
workshops in student learning and experience (for example.
teaching strategies, cognitive development, student socializa-
tion, pedagogy. student assessment. learning styles) after
they are hired. This will require significant institutional com-
mitment and suppor. especially given the traditional faculty

alue of autonomy. Institutional rewiard systems must be
structured to require or encourage them to participate.

We recommend going bevond faculty and requiring the
same of student atfairs protessionals. This sends a message
to faculty about the importance the institution places on
teaching und student learning and a message 1o student
affairs professionals about the need to incorporate student

Jearning into their work in the affective and social realms,

An additional benefit is that it places new student affairs
professionals and new faculty 1ogether in a milicu where
they are working together, learning together, and learning
about each other and cach other's culture. Physical proximi-
tv and the resultant conimunication have been shown as
effective in bridging cultural gaps (Love 1990),

Ongoing faculty training also is reconmended. 1, as sug-
gested, the faculty role is partitioned. faculty whose prinmary
task is o teach could he encouraged to become master
teachers through ongoing trairing and development,
Additional coursework. mentoring, apprenticing to a master
teacher, and supervised practice could he required s part of
the promotion and tenure process. However, evervone who
teaches at o college or university should be required to con-
tinue to hone their skills as instructors,

Summary

Higher education has straggled for a long time under the
strain of increasing lragmentation: fragmentation of the
learning process, fragmentation of disciplines and knowl-
cdge, fragment:tion of the idministrative structure, and frag-
mentuion ot community. A long history and strong cultue!
forces have acted as barriers to efforts at reforming and
trunsforming higher educiiion. But now forces both from
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within and without have gathered that are exerting tremen-
dous pressure on the entire enterprise. These forees may be
lousening the barriers to integrating the intellectual, social,
and emotionz| elements of learning. By experimenting with
alernative pedagogies. developing learning communities,
enhancing the learning that occurs outside the classroom,
adopting a critical cultural perspective. and expanding the
notion of learning. institutions, faculty. and student affairs
professionals may be able foster this transformation and
enhance holistic student learning,
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SUMMARY

You can lead me 1o college but yoir can't make nie
think.
—T-shint printed at Duke University in response o the rec-
ommendations of the University's Task Force on the
Intellectual Climate.

A story in the Chronicle of Higher Education described the

: e o Based on the

changes faculty and administrators at Duke University have
initiated in an attempt o promote the intellectual lite of the research cited
campus (Gose, March 8. 1996). Actions included housing in this report,
first-vear students in a cluster ol residence halls with faculty it should be
members in residence, deterring Greek rush from the fall o epident that
the spring semester of the Brst year, moving fraternities owt higher edu-
of some ol the hc:sl campus housing, banning keg parties on cation must
campus, and starting @ new progrum that “encourages pro-
fessors and students to get together socially for activities like mpve in the
hiking or watching @ play”™ (Gose 1990, direction Of
p. A330 bolistic student

The fong-term ceffects of the initiatives. begun in [all 1995, learning_
will ke some time to unfold. but we see in them many of
the concepits highlighted in this report—persistent leadership
from the president and faculty. a recognition that intellectual
development can be fostered outside the clssroom, and
some head-on attempts to change elements of the student
culture by chunging residence and social policies. What
were not described were any changes in the ways that social
and emotional processes are addressed in classes: Does the
predominant maode of instruction take place in o large lec-
ture hall with little opporntunity for student input and interac-
tion? Are students being asked about the changing campus
culture in their courses? The ston of cultural change at Duke
may be an important one, with lessons to assist other institu-
tions with their efforts at reform.

Based on the rescarch cited in this report, it should be
evident that higher education must move in the divection of
holistic student learning. At the beginning we acknowledged
the mudtiple pressures on higher education that may be serv-
ing as cutalysts for reform—a shilt in paradigms from posi-
tivistic toward naturalistic, qualitative methods of inquiry:
the emergence of new discinlines that cross traditional disci-
plinary boundaries: calls for reform from within higher edu-
cation during the past decade: and external pressures such
as governmental calls for outcomes assessment and institu-
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tional accountability. These last factors—assessment and
accountability—need 1o be addressed as @ pant of all the
strategies we have suggested for integrating student learn-
ing. If reform efforts are to gain suppon, both internally and
externally, additional research needs 1o be conducted in at
least o arcas: assessing holistic learning in and out of the
classroom and assessing efforts such as Duke’s that attempt
to change and shape campus cultures o support the prac-
tice of Lolistic learning.

Furthermore, assessing holistic learning in and out of the
clussroom will require an expanded and transtormed idea of
assessnient, 1N we keep looking for the same kinds of results
in the same Kinds of places with the same kinds of methods
(such as test scores on standurdized instruments), we will
miss the results that an enhanced focus on holistic learning
can produce. The phrase “if your only tool is a hammer,
every problem looks like a nail™ is applicible here. An
c¢nhanced focus on holistic learning across the campus cun
vield other results, such as strengthened critical thinking
skills, increased ability 1o think across disciplines, @ better
appreciation for the role of social and emotional processes
in learning, enhanced emotional intelligence, leadership
skills. and additiona! abilitics to work collaboratively
(Goleman 1993).

Not only do we need o address issues of assessment and
accountability by looking tor ditferent results, we nead to
use difterent methods, Assessing culture change requires
sustained, detailed studv—not @ single administration of o
survey, This is in line with the paradigmatic shift cited, but it
needs o be intentionally integrated into assessment eflorts.
Fiaculty and stull trained in methods of positivistic inguiry
maturally will look in toward the methods of positivistic
inquiny (structured surveys and objective tests, for example)
when called on 1o plan assessment efforts. Culture change
need not start as campuswide initiatives, Starting with partic-
ular sites (such as classes, student organiztions, and resi-
denee halls) or groups (students, facalty, and student affairs
professionals, for example) and studying efforts involved
will contribute to the knowledge base of change cefforts
focused on creating cultures supportive ol holistic learning.

This report contiains many ideas for addressing the inte-
gration of students” intellectual, social, and emotional devel-
apment. Many other steategics exist and nany have vet to
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be put into practice, but we hope that the variety of those
listed wilt be sufficient to spark discussion and debate about
the issues raised in this report—the detrimental nature of the
divide between students’ intellectual, social, and emotional
development: the need 1o focus on more holistic practices of

-student learning: and the barriers to doing so presented by
the cultures surrounding the roles of faculty and student
attairs professionals.
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INDEX

A
AAHE. See American Association for Higher Education
acadenmic
achievement and cognitive development associated with
high levels of hope, optimism and impulse control. 47
advisors role, 87-88
helief system subordinaied noninellectual activities 10
rational, empirically based knowledge. 10
development more than just intellectual development. =
learning communities as linked pairs of clisses or clusters
of courses linked by an integrating seminar, 82
separation from ow-of-classroom experiences,
reasons for, ix-x
active learning, Scee also  collaborative learning
comprehensive sources on, 60-61
acts of profound love
requited by those who benefi most from a system to
dismantle and transtor it. 64
alternative pedagogies emphasize
student experience as starting point for student learning. 55
American Association for Higher Education, 8t
promoting  Continuous Quulity Improvement merging with
assessment movement, 27
American Philosophical Association
consensual description of critical thinking of, 35
anticipatory socialization, 94
anti-intellectual student culture. 22
tosters fragmentation of intellectual. emotional and social
clements of learning, 33

“art of praxis required by new teaching concepts. 630+

assessment
movement as result of external pressures, 27
need for social and emotional influences on fearning, 67-68
Astin (1993)°
traditional-aged students culture dominated by desires for
self-fulfitment. 22

B

banking maodel of education, +3

harriers
hetween faculty and student affairs professionals, 19
to student learning requires new teaching coneepts, 62
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Baxter Magolda (1995)
contextual knowing as more advanced level of cognitive
development. -0

behavior and knowledge
contradiction between, 2—t

Belenky et al. (1986)
cognitive development theorist whose work is incorporated
in student atfairs prepartion programs, 95
indicated that o willingness o ask questions and add 1o
discussion enhances intellectual development, 32
women value connedtedness or social relationships in
learning experiences to a greater extent than do men, 32

Bennington College

stressed nunity formed by s students an
faculy, 1+

Berkeley experinent, 15

bifurcation point .
location where svstem can no longer adjust within its
current structure. 79
where change becomes transformative and inherently
unpredictable. 70

Black and 3ack (1993)
arguc for minimizing organizational hierrchies o enhance
inclusiveness. 03

Rless. Bohner, Schwarz and Stack (1990)
individuals in 2 good moaod are maore fikely g be
persuaded. A6

Blimling (1989
found no academic achicvement advantage to living in
residence halls, 92

Bok €1988). Derck
Professors trained to wansmit knowledge and skills. not to
help students hecome more nature. 2

Baver (19883)
Limented demise of the college community, 17

Brown ¢(1990)
harriers between ticulty and student altairs profuessionals
due 1o differences in orientation. 19
lists of abjectives or autcomes emerged from many cfforts
to overhaul gencral educiion bear renarkable
resemblance’s, 27
sutmmarizes social and intellectuad descelopment barricrs 1o
bridging, 22-23
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Brahacher and Rudy (19763, 11-12

Bruftee (1993)
hest resource gbout collaboritive learning, 60

Buerck (1983)
assesses of social and emaotional influences and outcomes
in nawral sciences and mathematics, 67

C

campus living
cnhanced amount of social ineraction students had with
Gaculty and pecers, 92

campus or acidemic community
calls for a more unified. 23

Cartesiun influence dominant in mauuer! science. 25

catalysts for reform in higher education. 99-100

Chickering and Gamson (1987
seven Practices for Good Practice in Undergraduate
Education of, 67

Chickering and Reisser (1993)
assignnents that invite engaging emotionally as well as
intellectuadly can assist with ¢motion management, 37
intellectual activity is an effective avenue to incorporate
work on social and emotional development, 68
refationships provide powerful learning experiences and
opportunities to enhance cognitive development. 31
wavs to maximize intellecnrd. social and emotionat
doevelopmentad influence of residence-hall tiving. 9293

classrooms
computtison of traditional and constructivist, (8
lack of positive emotions in. A4

cognitive development
how student soctil and emotional needs can be used as
ctalysts for, 58
socil aspedts not olten given eredit, 30
theorists, 95
warks: Perrv (19700, Rohiberg <1971, and Gilligan 119582),
21 '

cognitive dissonance as a precursor 1o leaming, 30

cognitively complex
more lihely will holisticadly perccive ineracting sittiion
and contests,

Collaboration in Undergradume Fducation Network
suhgroup of American Association tor Higher Education. 8h
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Collaborative Learning, 57=01. See also active learning
resources on, (0
should be in student affuins graduate preparation programs,
95
social. affective. and cognitive influences of, 58

collaborative learning strategies, 0
using social and emotionu] needs as catalvsis for greater
cognitive development. S8

collaborative supplemenial instruction
cmphasizing connected knowing increased student suceess,
32

collaborative teaching
encouraged Dy Iiving-learning conters and freshman interest
groups. 20

College Commuenity concepts. 22-24

college life
administrators accommaodiation with. 13

communicative isobttion
more influential than physicad isolation in modifving
behavior, 68

communities ol differences vitlued and (o be nunured, 23

community
as areni for creative conflict protected by compsissionate
hunian caring, +!

community' college students
spend most of their campus time in the clissroom sa
integration
of intellectual, socia!l and emotional clements of leaming
must oceur there, 63

connected knowing stage
retlects importance of social relutionships and interaction in
the process of cognitive development, 32

connected leirming,
connedting to one another and connecting ideas to
experience, 32

Connell (1990}
positive dassroom climate fGcilities learmning wnd therefore
enhances students” academic achievement, 38

comsensuil description of critical thinking
definition of, 33

constructive pedagogy use in student affairs graduate preparation
Progrins, 93
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Constructivism
knowledge as wemporary, developmental, socially and
culurally mediated and thus nonobjective. 7
focus on interactionist aspect of Piager's work knowledge
comes from interaction and unity of leaming and learner, 49
Consiructivist Pedagogy. 6. 47-30
celebrates the complexity of the known world, 47
cooperative learning as a practical extension of. 38
emphasis on learning rather than right answers. 48
contextua) knowing
cognitive development integrating relational and
impersonal knowing,. 40
Continuous Quality Improvement movement, 27
Ccooperdtion superior 10 competition
in terms of achievement and feclings of well-heing, 30
cooperittive learning,
as a practical extension of constructivist pedagogy. 58
promotes idea that acquiring and creating knowledge is an
active soctal process students need to prictice, 57
similur o but not same as collaborative learming, 57
strategies often incorporate the use of small groups of
students working toward 4 common educational goal. 57
coordinated studics program. 83
COre requirements
call for consisteney and coherence through general-
cducation, 26-27
critical consciousness as the ultimuie goal of education in liberation
theory. 40
Critical Cultural Perspective. 50-33
like liberation theory in thar requires mutual debate and
discourse about issucs. 31
strength and embeddedness of current culture and
subculures gre recognized, 31
should be used in teaching in student aftairs graduate
prepartion programs, 9Y3-90
Cross and Angelo (1992)
clissroom assessment technigues with own eaching as @
object ol scholarship, 26
CUL. See Collaboration in Undergraduate Education
culturally sensitive cducatars required with new teaching coneeps,
03

culture change assessment requires sustained detaided study, 100
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deans of men and women
as new positions created to sapervise non-academic life of
students, 16
Descunes. Rene
writings espoused the split between mind and body, 10
development interrelatedness
cognitive, socil, and affective elements of, -0
disequilibrium us precursor to learning, 30
division of labor hetween faculty and student aftairs needs 1o be
“softened.” 0
doctorad programs must plav o significant role in changing faculiv
culure, 94
Dorsey Marlene
thanked for reviewing drafis of this report. xiii
Do “with” students rather than doing “for students
new teaching concepts requires, 02
Duke Universite
changes initiited inan atempt o promote intellectual life
of campus, 99

E
vducation
as e victory of form over substance, 19-50
purpose of academic, 9
svEiem as one of mujor instruments for maintenance of’
culture. -i4—5
Eliot, President of Hamvard College
overssiw dismantling of rigid set of cowrse requirements for
undergrachustes, 12
comational abilities can enhance cognitive abilities and academic
achicvement. 37
cmotional development
progess through which students hecome siwre of
cmotions, learn o
manage and incorponte them into overall development, =
cotional influences include internal affective states and negative
feeling stes, ~
Emotional Intelligences model
includes recognizing cinotions in others and nunaging
celationships, 38
ciotional staes and social performance inthe clissroom
strong relationship hetween, 39
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emolion manigement assistance
through as~-ignments that engage emotionally as well as
intellectually, 37
emotions important in education because
drives attention which 1in turnl drives learning and
memory, 36
Estanek. sandy
‘thanked for reviewing drafls of this report. xiii
cthos of holistic learning
tctics towurd providing, 79
The Evergreen Stae College
coordinated studies programs at, 84
Experimental College curriculum. 15
“Experiment at Berkeley™ 15

F
faculty A A
benefits from sole focus on inellecual activity, 3
cubture” discussion in: Tierney CE990) and Tierney and
Rhoads (1990, 19
must be seen as emational and social beings, ol
perceive student witiirs professionals as providing only for
hasic needs, 19-20
provided with little on the nature and stracture of
academic organizations, 20
receive little training in teaching, 20
tend to emphasize content, )
vajue sutonomy ol collaboration, 20
value thinking and reflecting over daing, 20
faculty and student aftairs professionals
barriers due 1o orienttion diflerences hetween, 19
intentional influencing orientation ol Y39~
[culty membiers
benefits of colliborative feaming process for, 59-60
faculty neced in order to simukiie change
o bring to a conscious level meit understaindings of studemt
culiure. 55
faculty reward s support svstems
need 1o support collaborative and cross-disciplinary work, 91
Faasinger €1995)
strong relitionship between emational states and social
perfornuinee in the Cliassroom, 39
fear as inhibitor of creative contlict in the classroom, 10—
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feelings and intellect
description of interrelatedness of, 35
Feldman and Newcomb (1969)
chorcographing of intellectual with emotional and inter-
personal development has greatest impact on students, ix
field sensitive learners relying on extrinsic stimuli 1o facilitate
fearning. 33
FIGs. See Freshman interest groups
foreclosure (state of premature resolution). supportive role in
moving beyond. 32
Freire (19701, Pedagogy of the Oppressed. -4
acts ol profound love required tor those who benefit most
Irom a system to dismuntle and transfornu it 0+
everyday actions serve to perpetuate cultural systems, 72
Freshman interest groups. 84-86
courses of, 814

G

Gamson (1991)
must be able to el the learning and then have opportunity
for growth, 33

Gardner (1993)
positive home environment creates positive effect on social
and psvychological well being leading 1o higher academic
achievement, 39—0
theory of multiple intelligences. 38

Gernan university moded
compelled faculty members 1o specialize in particular
discipling, 12
shitt to, 11

Gilligan (1982)
work related to cognitive development, 21

Goleman (1993)
academic achievement and cognitive dcvclupnﬁ-nl with
high leveds of hope. optimism and impulse control, +7
description of interrelatedness of feelings and intellea, 33
emaotional skills better predictors of virious measures of
academic suceess than was 1Q, 37

Goodlad (1984)
lack of positive emotions in the classroom, 3+

Goudsell, Miher, Tinto, Smith, and MacGregor (1992)
collaborative {earing resources, 60
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grade emphasis of students
because of determinant of desirable residence nuther than
from concern with intellectual development, 22

“Great Books,” use of | 15

greater social harmony as reason why institutions should develop a
more comprehensive approach o their education process,
X

“Grinds." See “Outsiders

H

Harvard College
history of adoption of German university model. 12~13

Harvard House System, 14

higher education
may be reaching a hifurcation point, 76-77
professionls must Decome 1 more direct influence in the
lives of students, 54

" “higher-education culiure”

assumes that moral and ethical developiment not in purview
of educators. 21 .
Ruh and Whitt (1988) discussion of, 19
of individualism which mirrors positivismi world view, 20
term misteading because of assertion that there is a single
culture, 18

high expectations for students results
in higher self-csteem and higher self-concept concerning
ability, 09

Historl and 1s¢n (1982)
ditficulties in dealing with affect and cognitive
development. 34

Hoftman, Nancy
contributed to undersianding of authors, xiii

holistic student learning
definition of, 6
Tactors that contributed to disintegration of @ sense of, 10
focus results, 100
perspective should be expected in internship and
assistantships expericnees of

student affairs graduate preparation programs. 96

higher education must move in dircction of, 99

Horowitz (1987), Campus Life: Undergradue Caltures From the
I‘nd of the
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Eighteenth Century to the Present, 13
discussion of student culture, 19
Hossler, Don
mentorship of. xiii
House master

senior faculty member in Harvard House Svstem, 14

I
“if your only tool is 1 haminier, every problem looks like a nail.” 100
impuersonal knowing
clharacterized by awtonomy, objectivity, and ritionality of
positivist paracdigm, 32
implementation of teaching assistant training progran
as 4 method of Faculty and Student Affairs Socialization,
V3-95
inclusiveness of educational organizations
cnhanced by minimizing organizatonal hicrarchies, &3

- increased education impact on students

as r2ason why institutions should develop a more
comprehensive approach to their educarion process, x
increased student retention
as reason why institutions should develop 4 more
comprehensive approsch to their education process, x
individuals
becoming a presence in students” lives as o way of
focusing on. 09
strategy to focus on students s, 6870
individuadism and competition emphasis in higher education, 11
induciive analvsis used in qualitciive studies of student experienee,
23
in loco parentis
institutions continued 1o take seriously responsibility of
acting, 17
instructor and student need o social connection. 35
integrated out-of-class learning
acvantage to o focus on, TR
integrated perception of their students, 67
integration of intellectual, social, and emotional elements of
learming
requirements for, 8
carrent cultural barrices 1o, 17=24
integriative expericnees

required to apply knowledge 1o moral or social ends, 2
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intellectual
activity as a means of incorporating work on social and
cmotional development., 68
development enhanced by o willingness to ask questions
and add 1o discussion, 32
intelligence functioning
‘emotions as energetic source for, 35-36
interest as vitad affective state in process of knowledge construction
among children, 49
interpersonal intelligence
better able to perceive and respond to others with higher
degree of, 38
interpersonal relationships between weachers and students
research emphasis in the 1960s on, 25
involvement
micthods o promote, 82
“Involving Colleges™
study, 33
theme of reduction or elimination in the use of tites . 62-03
1QQ scores can be raised by emotional abilitices, 37

J
Jencks and Riesman (1962)
provide description of Harvard THouse Sysiem, L
Josselson (1987)
identificd the role of supportive people in moving bevond
forcclosure, 32

K

Kaclel and Keehner (199:4)
collaborative learning resources, 00

_ Rarz (1962)

use of psvchological erm transference 1o deseribe
interactions hetween students and ficuliv. 25

King and Baxter Magolda (1990
constructing and use of knowledge closely ticd 1o sense of
sell, 35
interrclaedness ol cognitive. social, and affedtive elements
of development. 10

King and Kitchener €(1991)
cognitive developmient theorist whose wotk is incorporated
in stadent alfiirs prepastion programs, 93

knowledge
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and behavior contradiction, 2—4
constructing and use closely ticd 10 sense of self, 35
Kohlberg (1971)
work related to cognitive development, 21
Kuh, George
mentorship of, xiii
Kuh (19931)
discussion of student affairs culture, 19
Kuh (1993b)
reports on student outcomes from integrating in-cliass and
out-of-cliss learning experiences, 81
students associate intellectual and cognitive knowledge
acquisition with in house ruther than out-of-classroom, 78
kuh (1995)
enhancing student learning requires determining if
institutional ¢thos values holistic approaches o learning, 54
Kuh and Whin (1988)
discussion of higher-cducation culture, 19
Kuli. Douglas, Lund and Ramin-Gyurnck (1994), Siudent Learning
Outside the Classroom: Transcending Anificial Boundaries,
“8=79
Kuh et 4l (1991, 33-34
no ditferentiation between in-class and out-of-class learning
cxperiences, 33
study of colleges noted for involving students in education
outside the classroom, 80

L

learning
importiance of influences of social processes and emotional
clements on, 29
is i social process, 34
must first he felt tor growth and development, 35
theory should be incorporated in curriculum of student
affairs graduie preparation prograims. 96

Learning Communities, O
as a means of promoting an inlegrated notion of student
learning, 828+ ,
coordinated studies program as the maost highly inegrated
model of, 83
list of established, 83

lecture as sole method of classroom instruction
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under attack by new philosophies, -+

liberal ans maodel of education, 11

liberation theology
as a better name for liberation theorv, 7

Liberation Theory, 6, 4—7
adoption requires a critical cultural perspective. 51
everyone learns from evervone else in, 46
focus on bringing studems” emotional & social experiences
1o learning process, 47

should be in student affairs graduate preparation programs.

95 :

lists of objectives tor overhauling gencral education have
remarkitble resemblance’s, 27

Living Learning Centers, 6. 89-90
as 2 means o encourage student-faculty contact, 71
incorporate learning activities with living armangenents, 82
linking takes plicce through the social clement of the living
space, 89
tisting of institutions with such programs, 89

living on campues
not cleary enhancing for all aspects of learning and
development, 91-92

Love, Kuh, Mackay and Hardy (1993}
student aftairs professionals,

uniike faculty. focused both on basic and higher order
needs. 19

Lowedl, Abbort Lawrence
Hanvard President who tried  influcncing peer culture
toward intellectual ends. 14

Lucus (1983)
writes about paradigm shifis in natural and social sciences,
2425

Lundeberg and Dicmert Moch €1993)
emphasis on connected knowing through collaborative
supplemental instruction increased studdent success, 32
on assesstent ol social and emotional influences and
outcomes in natural sciences and mathematics, 67

M

Magolda (1992)
cognitive development theorist whose work is incorporated
in student affairs preparation programs, 93

Enhenicing Student Lecriting 13!



55

contrasts relational knowing with patterns of impersonal
knowing. 31
women value connectedness or social relationships in
learning experiences to @ greater exient than do men, 32
“major causal mechanism™ for enhanced outcomes for residence
students, 92
Manning, Kathy
contributed 1o understanding of authors. xiii
Muanning (1994)
argues that student affairs professionals should adopt
liberatian theory as a professional philosophy. 70-71
suggests liberttion theology as a better name for liberation
theory, -7
Medley (1979)
high expectations for students resubts in higher self-esteem
and higher self-concept concerning ability. 63
Meiklejohn, Alexander
curricular reform eflons at University ot Wisconsin of, 15
Merton (1963)
socilization process expericenced prior o entry into un
organization, 94
meta-acculturation plus action
art-of praxis requires. 63-64
metacognition
praxis goes bevond. 63
Miami-Dade Community Collegee.
Roucche and Baker (1987) study of, 6507
Miami University tOhio)
institution that nutkes commitment wo inlegrating in-class
and out-of-class learning experiences explicit, 80-X1
maodel of Emotional Intelligences, See Emotional Intelligences
mode}
Moffatt's study C1989) it Rutgers University (1989), 15
maoral and cthical development not within purview of educators,
view that, 21
motivation to learn is effected by emotions, 30
movement away fron i quest for answers and toward a scarch for
processes, St
Muhlenberg
Student Foous™ siress at, 240
Muhiplists
students exited as iy, 84
Murphy ot al. (1982)
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satisfying human relatonships as a4 necessary but
insutficient condition for student Tearning, 60

N

National Council for Teachers of Mathematics and National Science
Teachers Associution endorsed movement away from
quest for answers and toward a search for processes. 50

Newcomb (1943)
studied attitudes of students at Bennington College
between 1935 and 1939, 14-15

Newconmb (1962) :
study of interiction within a stadent peer groups. 13

Newceomb and Wilson (1966)
spheres of peer group and those of the intellect overlap
only slightly, 22

new disciplines
as part of a Targer paradigm shitt in education. 20

. New Mesico .

use of "Great Books™ at. 15

0

O'Keete and Delin (19823
more cognitively complex then more likely will holistically
perceive interacting situation and contexis, 40

Organizational structure s reason for separation of academic from
out-of<classtoom expericences, ix

out-of-class expericiices
dramatic increase in recognition of influence on sudent
learning, 78
reasons for sepairation from academic expericnees. ix-x
student-faculty contact as @ way of focusing on the
individual student. 69
student-faculty interaction consistently shown o be very
influential in student growth and outcomes, 31

“Ouwsiders”

term for students intent on their studies, 13

P

Pace (19Y8™)
those who benefit most intelectually from the coblege
experience also seem o henetiv more in the affective- nd
social development domains, 34

ge and Page (1993)
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goal-setting and problem-solving developed students™ self-
esteem by enhancing perception of competence, 37

Pulmer (1983)
higher education culture of individualism mirrors positivism
world view, 26

Palmer (1987)
community as areny for creative conflict protected by
compassionate fabric of human caring, 41
fear of conflict leads away from developing communities
thereby reducing interpersonal interactions and intelleciual
development. 0

Pascarella et. al (1994)
living on campus not enhuncing for all aspects of learning
and development, 91-92

peer
advisors training. 88-89
dynamics exampie for class auendance. 86
group as most powerful influence in students’ collegiate
experience, 53-54
group formation und influence on students™ identity
research, 25
groups did not further educational objectives in most
American colleges, 15

Perkins, Jay, and Tishman (1994)
context and socizal dimension of thinking influences the
process of thinking. 32-33

Perry (1970}
cognitive development theorist whose work is incorporated
in student affairs preparation programs, 95
work related o cognitive development. 21

Perry's Scheme, 30

personal professionals
services provided by an emerging sct of. 16

personal transformution
new teaching concepts requires, 01-G4

Piaget
enotions as energetic souree for functioning of intelligence,
35-36

Piget (1926)
recognition of the role of social forces in children's
development, 30

Piaget (19691




interest as vital affective state in process of knowledge
construction among children, 49
Polkosnik and Winston (1989)
litthe work directed toward yaining understanding of
integration of cognitive and psychosocial developments in
the individual, -5
Poock. Michael
thanked for reviewing drafts of this repon, xiii
positive classroom climte
facilitates learning and therefore enhances students’
academic achicvement. 38
positive paradigm

forced emaotional and social processes out of the clussroom,

11
has increasingly come under attack, 24-26
nothing is knowable except as it is susceptible to empirical
demonstration, 10
praxis .
as reflection and action upon the world to transtorm it, 45
saching required by new waching concepts, 63-04
predictors of academic success
emotional skills better than 1Q as., 37
process of thinking
context and social dimension of thinking influences the,
32-33
professional hicrarchy on most campuses is invidious hecause
cmiphasizes intellectual development as higher and proper
ground for faculty. 18
Professors
trained to transmit knowledge and skills. not help students
become more mature, 2
psychology
carly emphasis on behavior as the only objective
observable in the feld, 25
psychosocial theories of development
citation of works on, 38

Q

qualitative studies of student experience
past decade has seen a significant inereasce in the number
of, 25

questionnaire use at beginning of cliss o learn about students, (69
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Rational-Emotive Therapy, 30
retlection
on one’s own sockilization required by new teaching
concepts, 62
on practices that maintain status and power differences
between students, faculty and administration required by
new teaching concepts. 62-63
on relationship with students and what role of social and
cmotional elements in teaching means for faculty, 70
registrar role in learning community planning, 88
relationships
provide powerful learning expericnces :aind opportunities 1o
enhance cognitive development, 31
types important for lewrning in an acudemic setting. 31
rescatrchers and faculty practitioners
view that focuses cfforts on students” intellectual and
cognitive development.
Residence Halls
“major causal mechanism™ for enhanced outeomes for
students in, 92
need to enhance educational climate of, 91-93
witvs o nuximize intcHectual, social and emotional
influcnce of, 92-93
Rhoads und Black (1995
critical culturat perspective compared to liberation theory in
thatt requires mutual debate and discourse about issuces, 51
Rosen (1992)
identified social. affective. and cognitive influences of
collaborative learning. 58
Roucche and Baker (1987)
excellent instructors have an integrated perception of their
students, 07

study of Miami-Dade Community College, 65-07
Russo, Pat

contribwed o understanding of authors, xiii
Rutgers University ( [989)

Moftatt's study at. 15

S

Saloviy and Maver's £ 1990)
model of Emotional Tnwelligences includes recognizing
emotions in others and managing relationships, 38
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scholarly activity
effective integration. apptication and communication of
knowledge as well as discovery or creation now pant of, 26
scholarship :
emerging new and broader definitions of, 26
redefining of, 20
Scattle Central Community College
collaborative leurning, at, 3900
example of coordinated studies program at. 83
Self-Organizing svstems
praocess by which systems spontincously become more
complex when no longer able incorporae inputs. 53
Self-Organizing Theory, 73-77
senior ator
junior faculty member in Harvard House System, L
separation of intellectual from emotional and social development
objectives at farger institutions rationale, ix
Seven Principles of Good Practice in Undergraduate Education. 67, 72
“Shatt (1979)
emotions as socially constructed, 38
smith, Caryl Kelley
acknowledge support of, xiii
Smith (1988)
concerned that institutons are limiting student learning
opportunities by separating classroom learning and lite
expericnee. 77
smith und Raney (19933, The North American Directory of
Residential Colleges and Living Learning Conters, 89
smith-Lovin (1989)
feclings always are interpreted ina social milico. 38
social and imellecueal development
Iarriees o bridging of, 23
social cognition
prentised on beliet that leaming oceurs ina social context, 31
sociul community on campus breakdown
changes that contributed 1o a breakdown of, 10
sovial context
mast learning development takes place withing 30
sucill development
definition of, =
sovial deviations decreased s reason why institntions should
develop i more comprehensive approach o their educition
pProcuess, X
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social events
most emotions originite in, 38
social forces role
in children’s development., 30
social imcgmtion linked 1o retention and success
growing evidence for. 3
social milicu determines feelings, 38
social processes
as the ringe of interpersonal interactions henween siudents,
their peers, the faculty and other campus professionals, 7
social process from learning
students can find difficult to separate, 33
Sommers (1982)
importance atached o heterosexual tics in voung
adulthood may interfere with establishment of intimacy. 39
Southwest Community College
students were field sensitive learners relving on extrinsic
stimuli to Facilitate learning, 33
specialization ws path wo the continued creation of knowledge. 11
Springer et al. (199%)
time spent socializing more positively related 1o self-
understanding learning gains for women than for men., 32
Stute University of New York at Stony Brook
most widely known federated learning community at. 83
St John's College in Maryland
use of "Great Books™ at. 15
student affairs culture
belicves teclings affect thinking and learning, 2
Kuh (19932) discussion of. 19
value of holistic student development. 20
studdent affairs graduate preparation progruns
as & method of Faculty and Student Affiirs Socialization,
9596
student affairs practitioners. See student aftairs professionals
student affairs professionals
actions to influence student intelteaual life, 72-73
barriers, due 10 orientation differences, hetween faculy
and, 19
focus, unlike faculty, hoth on hasic and higher order needs,
19
locus primarily on social. cmotional and moral
development, 3 ‘
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role in implementation of classroom-based learning
communities, 86-89
role in training peer advisors, 88-89
should adopt liberation theory us a professional
philosophy. 70-71
strategies and actions in implementing liberation theory, 71
value collaboration over autonomy, 20
vilue doing over thinking and reflecting, 20
view urging faculty promotion of inteilectual development
outside of classroom, 4

student affairs professionals need o
apply the Seven Principles of Good Practice in
Undergraduate Education, 71-72
assess intellectual and cognitive development as part of
out-of-class experiences. 71
be an intentional presence in students” intellectual lives,

72273

encourage active learning, prompt feedback. waorkshops
use, and communication of high expectations, 72
participate in acaclemically related activities, 56
respect diverse talents through support for pluralistic
communities, 72

studkent association of intellectual and cognitive knowledge
acquisition
with expericnees in classroom. and kiboratories rather than
out-of-classroom, 78

student culture
change requires faculty to bring to a conscious level tacit
understandings of, 35
faculty influence in shapin, 5436
Horowitz €1987) discussion of, 19
influenced by student affairs professionals. 56-57
influences motivations, attitudes, values and beliets about
learning that stadents carry with them into classroom, 29
of traditional-aged students dominated by desires for sell-
fulfillment.
self-enbancement and financial security, 22

student demographic changes
as a potential barrier to integration of intellectual, emotion:l
and social process in leaming process, 27-28

student development specialists end 1o emphasize process. |

student distrust of changes must recognize and deal with, G
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student diversity increased in 19607, 17

student experience as starting paint for student earning alteenative
pudagogues emphasize, 55

‘Student Focus™ stress at Muhlenberg, 20

student govermment as a means of encouraging cooperation anong
students, 71

student learning
crhancement requires determining if institutionad ethos
values holistic approaches to learning and student
participation in all aspects of institwtional life, 54
experiences Bicilitating conditions for integration of
intetlectual, sociad and emaotional processes within, 24
literaure assumptions, S
must be able 1o Teel and then bave opportunity for growth
and development, 335
new teaching concepts required for dismantling umiers o, 62
recent call for greater emphasis by student altirs
professionals on, 34
role discussed in fiield of student atfuirs through
dissemination of The Student Learning Imperative. 32
The Student Learning Imperative, 52
satistving human refationships are o necessary but
insufficient condition tor, 66

student outcomes
reports on - integrating in-class and out-of-class learning
expericnees, 8142

student peer groups. See peer

student requiremient in Experimental College to develop a
personal point of view, 15

student self-esteem through goul-setting and problem-solving by
cnhancding perception ol competence, 37

student stetery to focus onindividuals, 68-70

student subeudtures
important to nurture many within a single instittion, 23

students of color
past decade has seen a significant increase in the number
ol gualitative stwidies of student experience focused on, 25

Study Group on the Conditions of Excellence in Amesican Digher
Fducation (1981). 83

study ol 14 institutions involving students in education outside the
clissroom, 80

stpport and training for faculty and student aflairs professionals as
a method of socialization, Y6497
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supportive climate
prevents emotional overload by defining personal decorum,
06

supponive people role in
moving beyond foreclosure (state of premature resolution),
32

Sylvester (1994)
¢mations important in cducition because drives atention
which drives learning and memory, 36

T
teaching assistant training programs
importance of, 94
teaching process
importance of incorporating social and emaotional elements
in, 08
Terenzini and Pascarella (1991)
integrative study condudes chorcogruphing of imellecuual
with emotional and interpersonal development has greatest
impact on students. ix
theory of multiple intelligences, 38
Tierney (1990 and Tierney and Rhoads (1994 discussion
of faculty culture, 19
Tierney (1993)
speaks of communities of differences as valued and to be
nurtured. 23
Tinto, Vincent
mentorship of, xiii y
Tinto (1993)
important to nurture many student subcultures within a
single institution, 23
link between social integruition imd rerention and success, 3
Tompkins, Dan
contributed 1o understanding of authors, xiii
‘Total Quality Management sirategy
as o model for integraling clements of student kerning, 80
transference
inicractioms between students ane facaly, 25
Transformation
requires trust, poersistence and contidence in ultimate
outcomes, (4
ttor
as graduate students in Tarvard House Sysiem, 1
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unificd campus community
as barrier t bridging students' social. emotional, and
intellectual development, 23

University at Stony Brook
as an example of an integrated living-learning program. 89,
89-90

University of Washington
Freshnian interest groups i, 84485

University of Wisconsin

curricular reform efforts at. 13

A%
value examination felt not purview of educitoss, 21
value-free content of the disciplines
safer for facully than topics such as morals and values, 21
Van Bertalantty (1969) described concept of self-organizing systems
as process by which systems spontancously become more
complex
when no longer able incorporate inputs, 75
Vin Der Karr, Carol
thanked For reviewing drafis of this report, xiii
Villanueva, Myrma
authors thank for help. xiii
visionary, persistent and pervasive leadership

needed for developing an ethos ol holistic fearning, 7950

w

Washington Center for Improving the Quality of Undergraduate
Education, 84

Williams, Lee
thanked for reviewing drafts of this report, xiii

women vilue connectedness or social relwionships in lcarning
expuniences
o a greater extent than do men, 32
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